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ABSTRACT
THE LEARNING MILIEU FOR PRIMARY SCHOOL TEACHERS IN MALAWI:
PERSPECTIVES, PRACTICES, & POLICIES
MAY 2004
FRITZ FRIDAY ROBERT KADYOMA, B.ED., UNIVERSITY OF MALAWI
MPHIL. ED., UNIVERSITY OF CAMBRIDGE, U.K.
ED.D. UNIVERSITY OF MASSACHUSETTS, AMHERST, U.S.A.
Directed by: Professor David R. Evans
The Malawi Ministry of Education’s Policy and Investment Framework (PIF) (1999-
2009) on Basic Education highlights four major areas, as targets for educational reform.
These areas are access, equity, efficiency and quality. One of the strategies identified to
help improve quality is the provision of professional development support services to
teachers. However, it is not clear as to what conditions in the teacher-learning milieu
facilitate effective professional development of teachers. This study investigated such
conditions.
Ethnographic approaches were used to investigate the problem in two districts, of
Chiradzulu and Balaka, in the Southern Region of Malawi. Focus group discussions
(FGDs), individual interviews, and case studies were principal research methods. Forty
teachers, eleven head teachers, one Primary Education Adviser (PEA), four Assistant
Center Coordinators (ACCOs) and six education officials participated in the study.
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Overall findings show that Malawi has structures and opportunities necessary for teacher-
learning purposes. However, these structures and opportunities are neither well developed
nor effectively coordinated to facilitate efficiency in the implementation of the teacher-
learning programs. Consequently, the teacher-learning system is fragmented, incoherent
and quite contradictory. Specific findings of the investigation include the following: 1)
Teachers are interested in professional development, but they are not consulted enough
on matters concerning their professional development; 2) implementation strategies of
some teacher-learning programs are perceived as redundant and overloaded; 3) teachers
and heads who participated in the study did not demonstrate knowledge of policies
regarding their professional development; and, 4) numerous systemic problems abound
that compromise the provision of professional development opportunities to teachers.
These issues call for a rationalization of the teacher-learning system, and the
institutionalization of the teacher-learning programs. To that effect, the researcher
recommends that, 1 ) A national strategy for teacher education, now being developed,
needs to be faithfully implemented, in order to provide professional development to
teachers in a systematic and concerted manner. 2) Ministry should create a forum for
providers of teacher-learning programs and services, where issues pertaining to teacher
learning can be thrashed out, on a regular basis; and, 3) ways of consulting and targeting
teachers directly for professional development need to be sought.
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CHAPTER 1
INTRODUCTION
Statement Of The Problem
The Malawi Ministry of Education’s current Policy and Investment Framework (PIF)
(1999-2009) on basic education, highlights four major areas as targets for education
reform, namely, access, equity, quality and efficiency. A number of strategies are being
followed to improve the quality of basic education. One of these is the improvement of
teacher quality through teacher learning. However, it is not clear as to what conditions in
the learning milieu of teachers facilitate teacher learning. This study investigated such
conditions.
Approach To The Problem
The study used an ethnographic approach to investigate the problem, whereby inter-
linkages between the various features of the teacher milieu in Malawi were studied.
These features included policies, programs and practices regarding teacher learning.
Typical of ethnography, in-depth interviews, observations and study of material culture
were central to the investigation. The reason for doing this was to avoid isolating facets
of the teacher learning culture from the wider context within which it exists. As
Denscombe (1998) points out, “Ethnography generally prefers a holistic approach which
stresses process, relationships, connections and interdependency among the component
parts” (p. 69).
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The Goal Of The Study
This study examined the conditions that facilitate improvements in teacher learning. This
idea was based on the hypothesis that improvements in teaching and learning cannot be
achieved if conditions across the various levels of the education system do not provide an
environment that is supportive of professional development of teachers. The study,
foremost, hypothesized that for teacher learning or professional development of teachers
to be effective, there are conditions at the national, division, district, zone and school
levels that need to be satisfied. In this study, emphasis was put on conditions that
facilitate teacher learning at the zone and school levels due to time and material
constraints. Attempts however, were also made to assess the conditions at the national
level.
Specific Objectives Of The Study
The following were specific objectives of the study:
• To investigate the conditions that are supportive of teacher learning at the school,
zone, district and Central Ministry levels.
• To compare and contrast perspectives and practices of stakeholders in schools,
zones and districts with regard to teacher learning.
• To assess the conditions which have to be present for effective teacher learning to
take place.
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Main Research Questions
The following were the main research questions or “grand tour questions”, to use the
terminology of Rossman & Rallis, (2003, p. 131):
What conditions at the school, zone, district, division or central Ministry levels
are supportive of teacher learning in Malawi?
What are the similarities and differences in practices, perspectives and
implementation of policies on teacher learning among schools, zones and districts
of study?
What conditions (currently missing in teachers’ learning milieu in Malawi) need
to be present for effective teacher learning to take place?
In seeking answers to these questions, the researcher focused the investigation on three
areas. These are: 1) Investigation of the perspectives and practices of head teachers and
teachers in Chiradzulu and Balaka; 2) Observation of practice based on two case studies:
a case of MSSSP teacher practice in Chiradzulu district and a case of QUEST teacher
practice in Balaka district; and 3) Investigation of perspectives of education officials at
Ministry head quarters, Department of Teacher Education and Development, district and
Malawi Institute of Education regarding teacher learning policies and their
implementation in Malawi. Figure 1 below represents an outline of the study design.
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Figure 1 : Outline of the study design
Potential Contributions Of The Study
As I analyzed the perspectives, practices and policies in the three areas of concentration, I
made judgments regarding those perspectives, practices and policies that are supportive
of teacher learning, and those that are not. These analyses would then underpin
implications for:
• Reforming the teacher development policies and their implementation at primary
school level. A discussion with policy makers will be initiated through the
dissemination of the research findings through circular reports, teacher education
conferences, seminars and Policy Investment Framework (PIF) meetings.
• Modifying existing programs or developing new programs and or practices that
may be more supportive of teacher learning. These will include both the donor-
supported and professional development teacher programs funded by Ministry of
education, Science and Technology (MOEST). To that effect, dialogue with
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donors; program managers and policy makers from MOEST at various forums
will serve as a catalyst for program modification and /or creation of new
programs.
• Contributing to the research literature on teacher learning in Southern Africa, and
especially Malawi. This will mainly be achieved through publication of findings
in teacher education journals in Southern Africa and overseas, as well as sharing
of the findings at teacher education forums within Malawi.
Limitations Of The Study
This study presents two key limitations. First, the study is limited in its coverage of
sample in the following ways: 1) There are 28 districts in Malawi and only 2 were
targeted, and both of them are in one region of the country. 2) There are 8 zones in
Chiradzulu and only 2 were sampled; and out of 7 zones in Balaka only two were
sampled. Second, the study is limited in scope because it is three-pronged. It investigates
perspectives, practices and policies regarding teacher-learning milieu, at the same time.
As a result, it falls short of providing a thick description of each one of the three aspects.
In spite of these limitations, the study has potential to make the three major contributions
in the field of teacher professional development, as explicated above.
Definitions Of Terms Used In This Study
Teacher Learning Concept
In this study the term ‘teacher learning’ is used to refer to life-long professional learning
for teachers. It is life-long in the sense that it occurs throughout teachers’ professional
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careers. Basically it involves the training and support that occur after teachers have
received initial teacher training. It includes teachers’ ongoing professional development
in subject matter knowledge, teaching skills and attitudes. To that effect, the term
‘teacher learning’ is used interchangeably with the terms ‘continuing professional
development’ (CPD) or simply called ‘professional development’, and in some cases,
‘staff development’.
Quite often participants in the study, mainly teachers, keep referring to teacher learning
as INSET (in-service education and training). But INSET is not necessarily synonymous
with professional development or teacher learning because it “ has tended to be restricted
to a narrower meaning of preparing and conducting workshops, hence excluding other
forms of teacher support involving collaborative arrangements between teachers and
between schools” (MoE/TDP, undated, p. 2). This dissertation uses the concepts ‘teacher
learning' and ‘professional development’ of teachers interchangeably because both terms
connote more the notion of comprehensive development of teachers, which may include
in-service training, ongoing support, career growth, incentives and promotions, to
mention but a few.
Basic Education
Malawi basic education comprises primary education (8years), pre-school education and
non-formal education. The most dominant one is the primary education.
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Quality Education
The participants in the study view the term “quality education” in many different ways.
The following are common definitions:
• Creating an appropriate teaching and learning environment
• High levels of teaching by use of appropriate teaching and learning materials
• A highly qualified and motivated cadre of teaching staff
• The production of a responsible and self-reliant graduate as a final product.
This understanding is similar in many ways to the understanding of improved quality by
Ross and Mahlck (1990) who maintain that
An improvement in the environment in which the student work(s) with the aids to
learning provided for that purpose by the school system, and (when) this
improved environment (has expressed) itself as detectable gains in the knowledge,
skills, and values acquired by students (p. 6).
In this dissertation, the term is used in the sense of both understandings.
Zone
A zone is a demarcated area within a district, which comprises a group or cluster of
schools. A cluster is usually a group of 10-15 schools. However, in some cases the
number of schools in a zone may be smaller or greater. This is so because the principle of
allocation for a zone is not the number of schools per se, but the number of teachers
served by a PEA. Schools are clustered together in such a way that they will be able to
work cooperatively and learn from each other.
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Teacher Development Center (TDC)
A teacher development Center (TDC) is a central place for a cluster of schools in a zone
where head teachers and teachers undergo teacher-learning courses. Essentially, a TDC
consists of a purpose built TDC Hall that serves as a general-purpose hall. It also
comprises an office for the PEA, a library and toilets. It is a block about the size of a
double classroom. One TDC is built at a school in the boma (district center) zone while
the others are built at cluster center schools in the interior of the district. Larger districts
or those districts with many remote schools have more TDCs. The idea behind this
distribution is to obtain a maximum coverage of the district. A TDC is mainly defined in
terms of activities generated at the place rather than the physical structures that support
the activity (MoE/TDP undated). In total there are 315 TDCs in Malawi.
Figure 2 below, shows a purpose-built teacher development center. It shows a TDC hall,
toilets, and PEAs house in the background. Figure 3, shows a TDC Hall, with teachers on
recess during a teacher-learning activity.
8
Figure 2: Teacher Development Center (TDC)
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Figure 3: Teacher Development Center Hall
District
In this dissertation the term ‘district’ refers to a large administrative area presided over by
a District Commissioner (DC) who is the overall civil service officer at that level and is
larger than a Traditional Authority presided over by a chief. The officer in charge of the
education office at this level is the District Education Manager (DEM). There are 28
administrative districts in Malawi (National Statistical Office and ORC Macro (2003).
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Primary Education Advisors (PEAs)
These are officers who were once called District Inspectors of Schools (DIS). Their roles
have in recent years been recast to reflect a more supervisory and advisory function than
what DISs used to do. PEAs are allocated to zones as advisers and supervisors to teachers
in a cluster of schools. PEAs are also called Center Coordinators (CCOs), reflecting their
managerial roles at the TDC, while their assistants are known as Assistant Center
Coordinators (ACCOs). A fuller discussion of the roles of the PEAs is presented in
chapter V.
Policy Investment And Framework (PIF)
It is a Ministry of Education white paper that proposes policies and provides a framework
of activities to guide the development of the education sector. It defines Malawi’s
educational policies and priority programs for a specific period of time. The PIF is
developed through a consultative process among educational stakeholders. It is widely
circulated in search of critical and constructive feedback from all stakeholders.
Narrative Voice
In this dissertation, two terms are used interchangeably to refer to the narrator or author’s
voice. The terms are: “the researcher” and “I”.
Organization Of The Dissertation
The dissertation has eight chapters. The first chapter is the introductory chapter. It states
the problem under study and explains the approach taken to tackle it. The chapter states
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the goal and stipulates the specific objectives of the study. It then states the research
questions or ‘ grand tour questions’. An explanation of potential contributions of the study
follows, and this is followed by limitations of the study. Finally the chapter defines some
of the key terms used in this study.
The second chapter is entitled “Socioeconomic context of teacher education in Malawi”.
This chapter mainly presents an overview of the political context of Malawi and a
historical perspective of teacher learning since the late 1890s. Discussion of the more
recent teacher learning programs centers on the Malawi Integrated In-service Teacher
Education Program (MIITEP), Malawi School Support Systems Program (MSSSP) and
the Quality Education through Support Teaching (QUEST) program. Finally, the chapter
discusses select policies affecting teacher learning in Malawi in recent times. These
include policies on professional development of teachers and the head teacher P8
promotional policy.
Chapter three is review of related literature. The literature review addresses three major
questions: 1) What is teacher learning? 2) How important is it? 3) What are the
characteristics of teacher learning? 4) How will we recognize it when we see it?
Chapter four discusses the research design, methods and procedures. There are two parts
to the chapter. The first part discusses design and sampling procedures while the second
part discusses the characteristics that make this research qualitative.
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The findings are split into three separate chapters, i.e., chapters V, VI and VII for the
sake of clarity. Chapter V discusses findings on head teachers and teachers’ perspectives
in Chiradzulu and Balaka. Chapter VI presents findings on two case studies: a case of
MSSSP teacher practice in Chiradzulu district and a case ofQUEST teacher practice in
Balaka district. These case studies are based on classroom observations. Chapter VII
presents findings on policy perspectives of education officials at Ministry head quarters.
Department of Teacher Education and Development, Malawi Institute of Education and
district levels. Figure 4, below represents a representation of three stories drawn from the
study findings.
Figure 4: Presentation of study findings
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Figure 4, above, shows how the story of teacher learning in Malawi primary schools has
been constructed from three major categories of findings. These are: 1) Head teachers and
teachers’ stories, 2) Case Studies of Teacher Practice; and 3) Educational Officials’
stories. The arrows show the sources of information used to build the three stories that, in
turn, build the larger story of learning milieu for primary school teachers in Malawi.
Chapter eight is the last chapter of the dissertation. It presents a summary of findings,
implications of findings for policy reform and change of practice and makes
recommendations for further research. A bibliography and appendixes come last.
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CHAPTER II
A SOCIO-ECONOMIC CONTEXT OF TEACHER EDUCATION IN MALAWI
Malawi is a country in Southern Africa. It is landlocked and shares its borders with
Tanzania to the north and northeast; Mozambique to the east, south and southwest, and
Zambia to the west and northwest. The country has a total area of about 1 1 8, 484
kilometers (73,000 sq miles). About 24, 208 sq kilometers (15,000 sq miles) is composed
of a lake (Lake Malawi), which runs down Malawi’s eastern boundary with Tanzania and
Mozambique. Malawi has a predominantly agricultural economy (NSO & ORC Macro,
2003). The country is administratively divided into three regions: the South, the Central
and the Northern regions.
Political Overview
Malawi was called Nyasaland under British rule from 1891 until July 1964 when she
became independent and became a republic two years later in 1964. In 1994 (after 30
years of one party dictatorship) Malawi became a multi-party democracy. This
dispensation ushered in a change in policies regarding education such as the Free Primary
Education policy (FPE). This policy has brought about a high degree of complexities
regarding access, quality, financing and planning of basic education. These are discussed
later in the chapter. Figure below shows the map of Malawi and its geographical position
in Southern Africa.
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Figure 5. A map of Malawi, and its geographical position in Africa (inset)
MALAWI
ZAMBIA
MOZAMBIQUE
Region
Northern
Region
TANZANIA
Central
(Kilometres)
Note. From Malawi DHS EdData survey 2002: Education data for decision-making
(p. xvi) by National Statistical Office (NSO) and ORC Macro (2003). Calverton,
Maryland: National Statistics Office and ORC Macro. Reprinted with permission.
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Historical Overview Of Teacher Learning In Malawi
The history of teacher learning in Malawi dates back to the late 1 890s when European
missionaries founded the Overton Institute at Livingstonia Mission in 1894. During that
period, teacher trainees underwent a one-year residential course and did field work, i.e.,
teaching in schools for two years, and returning to the Institute to complete their training
in the third year. The institute produced two types of teachers: vernacular grade teachers
and English grade teachers. In subsequent years more teacher training colleges were
opened by different groups of missionaries in different places such as in Khondowe in the
North in 1895; Malindi in the South in 1899 and Mvera in the Central Region in 1902.
Later, Blantyre Mission opened a Teacher College called the Henry Henderson Institute
(HHI) in 1908, in the South.
The HHI produced three types of teachers: 1) vernacular grade teachers who taught in the
village elementary schools, 2) teachers with a master’s certificate (equivalent to the
English grade teachers of the Overton Institute), and 3) teachers with an acting teacher
probationer’s certificate (for those who did not pass the teacher examinations). However,
all the three categories of teachers were given a two-month in-service training every year
for purposes of teacher upgrading and professional development.
Although missionary teacher education set a foundation for teacher education in Malawi,
commissions of inquiry into education noted that missionary education had some
weaknesses such as inadequate attention to quality and the fact that teachers were being
trained for dual roles as evangelists and teachers. There was not a clear distinction
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between the two roles. Therefore, in 1927 the Colonial government established the
Jeannes Training Center at Domasi in Zomba. According to (Kunje & Chimombo, 1999),
the Jeannes Training Center had accomplished the following by 1929:
• It had trained 75 teacher supervisors
• 60 teachers wives to play a supporting role to their husbands in improving
education at the local level
• 1 9 Native Authorities were trained to promote rural development
In 1955, government passed new legislation to improve teacher education by setting a
completion of eight years of primary school, as a prerequisite for entering teacher-
training college. This was followed by another policy between 1960 and 1964 that aimed
to improve teacher quality. One of the strategies for implementing this policy was the
opening of Soche Hill College in 1962, which offered education courses for T2 and T3
grades.
Between 1964 and 1980 there have been several programs offering courses for T2 and T3
teacher grades. Recruits with a Junior Secondary Certificate (JC) (obtained after two
years of secondary school) and those with a Malawi School Certificate of Education
(obtained after four years of secondary education) go through the same teacher-training
curriculum, and do the same number of years. However, the teaching grades offered
differ. Those teachers with a JC get a T3 grade, while teachers with an MSCE get a T2
grade: T2 being higher than T3 grade.
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The mid 1990s have seen the inception of two major teacher-learning programs. These
are the Malawi Integrated In-service Teacher Education Program (MIITEP) and the
Malawi School Support Systems Program (MSSSP). Both programs were incepted to
address issues of access and quality in education after the introduction of the Free
Primary Education in 1994. The MIITEP was adopted to train untrained teachers who had
been hurriedly recruited to meet pupil demand arising from a dramatic increase of
enrollment in primary schools, from 1 .9 million pupils to 3.2 million, after the declaration
of Free Primary Education. Another program, the Quality Education through Support
Teaching (QUEST) is under a pilot phase in selected districts in the Southern Region of
Malawi. The following section gives a description of each one of the three programs.
The Malawi Integrated In-Service Teacher Education Program (MIITEP)
The Malawi Integrated In-service Teacher Education Program (MIITEP) is a crash
teacher training program that Ministry of Education undertook in 1994 to train over 20,
000 teachers who were employed ad hoc to arrest the problem of teacher shortage arising
from increased enrolment due to FPE policy. The MIITEP is both a pre-service and in-
service program in the sense that teacher trainees do both residential training and on the
job training.
On recruitment teacher trainees undergo a two-week orientation course before posting
into schools. Sometime later, they are called into Teacher Training Colleges (TTCs) for a
residential training lasting three months (one semester). At the end of the residential
period they sit examinations before returning to their respective schools, where they
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continue to teach under the supervision of a head teacher. While teaching in schools, they
are expected to complete course work.
Some of the advantages of the program are as follows: 1) MIITEP managed to recruit the
much-needed teachers after the introduction of Free Primary Education, almost at once;
and, 2) MIITEP combines initial training and in-service training, which is crucial for
professional development of teachers. However, the quality of the training under this
program has been fraught with a host of problems. One of the problems is the limited
amount of time allocated for face-to-face training component. This has led to inadequate
coverage of content material.
In recent times Malawi Ministry of Education, in collaboration with development
partners, has launched two teacher programs whose goals are to provide professional
development for teachers in Malawi. One of them is the Malawi School Support Systems
Program (MSSSP) and the other is Quality Education through Support Teaching
(QUEST). While the MSSSP is a nationwide program, QUEST is being piloted in three
districts in the Southern Region of Malawi.
The Malawi School Support Systems Program (MSSSP)
The Malawi School Support Systems Program (MSSSP) is part of the Ministry of
Education’s Teacher Development Program, which started in mid 1990s as one of the
major school reform programs. The main target groups for MSSSP are primary school
teachers, senior school staff (head teachers, deputies and section heads) and Primary
Education Advisers (PEAs). The MSSSP,
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Aims to enhance the quality of learning in primary schools through developing
sustainable systems for the continuing professional development of teachers. It
recognizes that teachers need support for their professional development at all
levels in their career (MoE & TDU, 1998, p. 17).
This philosophy is based on the understanding that professional development has most
effect on classroom practice when it focuses on issues of practical concern for the
teacher, and also when it takes place at or near the school (Fullan, 1990; Hargreaves,
1994; Day, 1994; Joyce et al. 1989, Glover & Law, 1997).
MSSSP has been involved in promoting in-service activities at school or cluster levels
throughout the country. It developed a comprehensive national training curriculum for
PEAs as well as senior school staff, which was designed to reflect the changing roles of
the two groups of school professionals. The following are some of the aims of MSSSP:
• To assist all PEAs and senior school staff to acquire a better understanding of
their roles in the processes of school and classroom improvement,
• To improve the management and leadership skills for PEAs and senior school
staff so as to enable them create and sustain organizational conditions that support
high levels of teaching and learning
• To provide all PEAs with knowledge and skills for improving their performance
in providing advisory services, inspecting schools and managing school clusters
and teacher development centers (TDCs).
• To provide all head teachers with knowledge and skills for improving their
performance in school management and organizing staff development structures
and programs. (TDU/MIE, 1996, p. 1).
Implementation Strategy
The implementation strategy for the program consists of three components: contact
training, field support, and distance learning. The training strategies for PEAs and senior
school staff are quite different.
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PEA Training
The training for PEAs is delivered by a national core team of trainers, which consists of
members of Malawi Institute of Education (MIE), Teacher Development Unit (TDU).
Education Methods Advisory Services (EMAS) and Teacher Training Colleges (TTCs).
The contact training for PEA training takes place at MIE in two major phases. Each phase
is followed by a period of five months to allow them to deliver five days of headship
training at TDC level. Each phase comprises 15 days of contact training.
PEA training has two major purposes:
• To help PEAs become trainers for the senior school staff in the field
• To provide PEAs with extra professional skills and knowledge regarding their job
Senior School Staff Training
The training of senior school staff takes place in the Teacher Development Centers
(TDCs). It consists of one-day monthly meetings at the TDC. The purpose of this training
is to train senior school staff that will then be responsible for conducting professional
development activities at the school level. The training days at the TDC are spread apart
in order to provide a model for a regular program of professional development meetings
in the zone. Written materials support the professional training of PEAs and senior
schools staff. Trainees are expected to produce an action plan on how they intend to
implement professional development activities at the zone and school levels.
The Quality Education Through Support Teaching (QUEST)
The Quality Education Through Support Teaching (QUEST) is a project run by the Save
the Children Federation (US) with funding from the United States Agency for
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International Development since 1998. Save the Children Federation (US) implements
the program in collaboration with Ministry of Education, Science and Technology
(MoEST) and the Ministry of Gender and Community Services (MoGCS). The project
aims to improve the quality of education at the zone, cluster and school levels in three
districts of Balaka, Mangochi and Blantyre (Rural). The target groups are 4,280 teachers
handling standards 1-4, 32 Primary Education Advisers (PEAs) and 336,1 1 1 pupils in
472 schools (Namathaka et al., (2003).
Specific objectives of the project include the following:
• To enhance the quality of teaching and learning by supporting interactive methods
of teaching through in-service training [of teachers],
• To assess the impact of the integrated curriculum by piloting an integrated
learning approach in selected schools in Balaka to inform government education
policy (Namathaka et al., (2003).
To achieve the set objectives, QUEST promotes three major activities: Continuous
Assessment, Integrated Curriculum, Reading Campaign and teacher supervision. The
following is a brief description of some of the activities.
Continuous Assessment
QUEST trains teachers in a process of assessing pupils’ knowledge and skills in the
course of teaching and learning. Emphasis is put on assessing the pupil as an individual
and recognizing learner differences. Accurate documentation of pupil achievement is
kept in order to inform the process of teaching and learning. This method helps teachers
to record pupils’ weaknesses in order to address them. Teachers help low achievers in
remedial lessons so that they keep up with the rest of the class.
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Continuous assessment uses a number of teaching and learning materials, including
progress charts where levels of learning are color-coded using emotional icons. Progress
books show names of pupils and their score on each task they have been assessed. Self-
assessment charts are used to give immediate feedback on lesson delivery. Teachers ask
pupils to give their impressions of the lesson. The teacher uses happy and sad face icons
to reflect the feelings of the pupils.
Teacher Training
Teachers are given professional development courses to understand the Continuous
Assessment process. In total, 4,280 teachers handling standards 1-4 have been trained in
this process (Save the Children Federation, US, 2002).
Integrated Curriculum
The QUEST project implemented an integrated approach to the national curriculum in
standards 1-4 through the integration of non-core (non-examinable) subjects such as
music, physical education and creative arts with the core subjects of English, Chichewa,
mathematics and general studies. The strategy comes from a widely acclaimed principle
that children learn better, and gain more knowledge and skills when teaching is creative
and subjects, topics and strategies are integrated (Rousseau, 1961). QUEST teachers were
trained on how to go about this integration.
The goals and objectives of MIITEP, MSSSP and QUEST programs aim to support the
professional growth of teachers in one way or another. This study, however, focuses on
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the impact of the MSSSP and QUEST, which are the major teacher learning programs in
Chiradzulu and Balaka.
Select Policies Affecting Teacher Learning
Professional Development Policies
The Policy and Investment Framework for 2000-2015 (2002) spells out current policies
and strategies for achieving access, equity, quality, relevance and management of teacher
education for basic education. The main policy objective for increasing access of children
to primary education is “the training of adequate teachers for the basic education system”
(PIF, 2002, p. 12). One ol the strategies suggested for meeting this policy objective reads
that, the government will aim at establishing at least one primary teacher training
college in each education division by 2002” (PIP, 2002, p. 12). This objective has not
been achieved.
The main policy for enhancing quality education is: “the improvement of the academic
and professional qualifications of basic education teachers” (PIF, 2002, p. 12). Strategies
for achieving this objective include the following:
• “Zonal meetings for school staff will be scheduled and programmed in a
systematic and cost effective manner”,
• “The school support system will be further developed and enhanced”,
• “School staff will receive at least 3 days of INSET per year. INSET activities will
be developed at the zonal level” (PIF, 2002, p.12).
The third strategy was central to the present investigation.
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Promotion Of PEAs To P8 Positions
The findings of this study reflect the impact of a newly introduced P8 policy on the
teacher-learning milieu. In recent years some PEAs are being promoted to take up P8
positions in the Civil Service career path. This entails that PEAs have to assume the
headship of schools if they succeed in interviews for the position. In so doing, they move
away from supervisory and advisory roles at the zonal level to play administrative roles at
the school level.
The PIF (2002), however, does not mention such a policy or strategy in its plans on
teacher development for basic education. This study has noted that some top officials at
both the national and district levels do not understand why the policy was implemented.
In fact, they believe that there was an error in the conceptualization and implementation
of this policy. The officials in the study cite policy makers’ lack of consultation with key
stakeholders, as a major problem underlying the problem. Chapters V and VII give a
detailed account of the repercussions that the policy has caused in the learning milieu for
primary school teachers.
The next chapter (Chapter III) presents a review of literature on teacher learning.
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CHAPTER III
REVIEW OF LITERATURE
This chapter discusses some literature regarding the concept of teacher learning. It draws
on literature in both developed and developing countries to address the following key
questions: 1) what is teacher learning? 2) How can we recognize it when we see it? 3)
What is teacher learning for? And; 4) what conditions support teacher learning?
What Is Teacher Learning?
Loucks-Horsely (1995) defines teacher learning as teachers’ pursuit of questions that
interest them in regard to their teaching profession. She argues that.
Teachers’ own knowledge has been afforded little respect. Likewise, teachers’
pursuit ot questions that interest them has not been seen as a legitimate source of
learning (p. 268).
This statement implies that teacher learning does not necessarily have to be externally
driven or imposed. Teachers know the areas in which they want professional
development. Therefore, teacher learning should be more about teachers’ inquiry into
their profession, rather than the experts’ prerogative to transmit knowledge, skills and
strategies to them. This view is shared by other educationalists like Hargreaves (1994)
who argues that
Equally important is the re-conceptualization of teacher education as a life-long
process in which the teachers themselves have an increasingly important role, not
simply as the recipients of teacher education but as the providers of it, especially
in school and within an everyday working context (p. 429).
While hammering home the idea that teachers have a role to play in their own
professional development, Hargreaves ( 1 994) makes it clear that professional
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development is more job-embedded learning than pull-out training because this learning
has to take place in school and within the everyday working milieu of teachers.
Fullan (1990) gives three dimensions of teacher learning, which serve to define the
concept of professional development. These are 1) staff development as a strategy for
implementation, 2) staff development as an innovation; and 3) staff development as
institutional development.
Staff development is seen as a strategy for implementation in the sense that, when linked
to specific innovation, it will be part and parcel of the innovation. In other words, one
cannot effectively implement an innovation without providing some kind of staff
development to the implementers of the innovation. However, Fullan (1990) proceeds to
argue that seeing staff development in this way is to limit what professional development
is all about. For such a view means that professional development will be carried out only
when there is an innovation. Clearly, such a definition departs from the concept of
professional development as a life-long process.
When staff development is viewed as an innovation, programs like coaching, study
circles and mentoring are considered as innovations in their own right. But while
mentoring, coaching and other strategies have great potential for changing practice;
Fullan (1990) argues that, their impact on professional development will be superficial if
they are simply treated as innovations or projects. Professional development that is
regarded as innovations or projects tends to be characterized by short-term
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implementation. Such staff development is also restricted to a few participants because it
is a project. And, like most projects, a cascade strategy tends to be the common way to
implement the program. Research, however, has demonstrated that cascade modes of
staff development are often fraught with problems of diminishing quality, tempo and
resources, as the innovation moves from one phase to another. In some cases, the
innovations phase out prematurely before the goals are fully met (McGinn & Borden,
1995).
Staff development as institutional development focuses on changes in schools as places
that provide opportunities for staff to increase their capacity and performance on a
continuous basis. This dimension is most fundamental to teacher learning because it
makes professional development a way of life for teachers, while the first two dimensions
of professional development cater for limited purposes. This has implications for those
people who have the mandate to support teacher learning. One of these is that support for
teacher learning needs to focus on changes in schools as institutions, with the aim of
increasing their capacity and performance for ongoing improvement.
Paradigm Shift In Teacher Education
A number of studies (Fullan, 1991; West, et al; 1999) have demonstrated the importance
of winning recognition for the need to change, if development initiatives are to be
successfully implemented. Therefore, there is need to review the conditions of teacher
education. For many decades in-service teacher education has been a one-off activity in
many developing countries, for a host of reasons, including a lack of vision and limited
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resources (Heneveld, 1 994). Second, teacher training has often been viewed as the sole
preparation ground for teachers. Such a tradition embraces a host of flaws, including the
fact that it brings about a mismatch between teachers’ pedagogical experiences obtained
in Teacher Training Colleges and the pedagogy required for field practice. In addition,
many teachers teach for many years after leaving college without receiving any formal
professional support from the institutions that taught them the art. In most cases, Teacher-
Training Colleges fail to support teachers in schools because the resources available for
teacher training are barely enough to sustain the college-based programs (Dove, 1986).
Yet studies on teacher education such as Craig et al. (1998) maintain that if teachers are
to be effective in their profession, they need to engage in learning about their teaching on
a life long career basis. Therefore, the need for a shift from absolute reliance on
traditional teacher preparation strategies to giving support for professional development
of teachers is almost mandatory, especially for developing countries where the dwindling
resources cannot adequately sustain the traditional system of teacher preparation.
Besides, teacher training that is confined in Teacher Training Colleges has some flaws,
mainly in the sense that student teachers are taught how to teach in a learner centered way
by tutors who use transmission-style lectures in teacher education programs. This renders
the teacher training methods inconsistent with the methods of instruction used in schools
(Zeichner & Dahlstrom, 1999). Therefore, initial teacher training combined with teacher
support at school level or within a cluster of schools is a promising and necessary avenue
for effective teacher development.
30
Teacher Learning And Incentives
Statistics show that about 95% of the education budgets in developing countries are
disbursed to teachers in form of salaries and wages (Lockheed & Verspoor, 1991; Craig
1995). However, teachers are not the most highly paid professionals by comparison with
their colleagues in other professions. These low remuneration packages lead to high
turnover of teachers and, in many cases, reduce teachers’ morale. A report on teacher
development and support in Malawi contends that problems of money should not be an
issue to be considered when discussing teacher development and support (MIE, 1997).
Yet it goes without saying that low pay and other poor working conditions have adverse
effects on the morale of teachers. A needs assessment study by Hughes-d’ Aeth et al
( 1 996) to assess the state of school management and support for teacher development in
Malawi revealed that Primary Education Advisers and teachers were more concerned
with conditions of service than they were with improving their own professional
competence. Clearly this finding shows that the issue of incentives is not a matter to be
swept under the carpet.
Time and again, senior educational officials take pains to impress upon teachers the
necessity of giving appropriate rewards and incentives to their students. Yet at the same
time the same officials are either silent on the issue of teacher incentives or outright
opposed to it. One wonders then whether we should be surprised when:
Sarcasm, labeling, corporal punishment, shaming, grouping by intelligence or low
performance and a wide array of other behaviors still characterize thousands of
classrooms despite (pre-service) coursework in educational psychology and
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countless in-service programs on how to motivate students and maintain control
in the classroom (Craig, 1998, p. 19).
Therefore, wherever practicable, there is need to make efforts to create conditions that
will make teachers achieve a considerable job satisfaction so that they minimize whining
and concentrate on teaching. The role of effective leadership such as a strong Minister of
Education and other policy makers who are committed to reviewing and improving the
working conditions of teachers can be instrumental in creating favorable conditions for
teachers.
This is not to suggest that monetary rewards or material incentives are the only way to
motivate teachers. Nor is it being suggested here that only the Minister of Education has
the responsibility to motivate teachers. PEAs, head teachers and others in authority can
also play a great role in motivating teachers. They can do this by acknowledging good
practice that they see in classrooms or around the school. My observation of interactions
between supervisors and teachers has shown that positive remarks can motivate teachers
a lot, which sits well with the old adage that calls for accentuating the positive and
eliminating the negative. For this to happen, teacher supervisors need to espouse correct
attitudes and skills that break away from the mindset of focusing on faults in teachers
while ignoring things that they are doing well.
Therefore, these observations call for two things: 1) An establishment of appropriate
conditions in schools that enable head teachers and PEAs to supervise teachers, or
teachers to supervise fellow teachers; and, 2) A review of roles of the head teacher and
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inspectors of schools, so that they give appropriate rewards for good practice observed.
Thompson (1990) observes that.
In recent years the attempt to reorient inspectors towards a support role has been
bedeviled by the necessity of their retaining a directive, inspectorial, disciplinary
function, which has impeded the development of relationships with teachers built
upon trust and cooperation (Thompson, 1990, p. 145).
To a certain degree, Malawi has attempted the redefinition of the role of school
supervisors with a considerable success. In the mid 1990s educational stakeholders noted
that the inspection system was incapable of delivering a set of useful outcomes. They also
noted that it was not a good use of Malawi's scarce resources because it was based on
old-fashioned faultfinding strategies (West, 1999). Since then, the roles of inspectors of
schools have been revised to reflect a new thinking of strengthening the relationships
between supervisors and teachers. This revision of roles has also been supported by re-
training of the former inspectors in skills and knowledge necessary for creating and
sustaining better professional relationships and support. This change of strategy is
making considerable impact on teacher development. For instance, a study by Kadyoma
(2000) found that:
Inspectors have attained a paradigm shift, both in attitude and practice from their
old practice as inspectors of schools to the new role of supporting the professional
development of teachers in schools and clusters of schools (Kadyoma, 2000, p.
55).
However, Kadyoma (2000) arrived at this conclusion by documenting perspectives rather
than practices of the PEAs.
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Teacher Centers For Professional Development
Availability of teacher centers is an important factor in teacher learning. Teacher centers
are the closest support systems available for teachers outside their schools. Typical
teacher centers are located at a central place within a cluster of schools. While some
centers are purposely built, others use the already existing schools or some other building
structures. Teachers within the clusters use these as resource centers and for sharing new
teaching methods (Thompson, 1990). In that regard, teacher centers make it easier for
inspectors and other external supervisors such as college tutors to provide support to
teachers in one central place. Typical teacher learning activities conducted at the centers
include study circles and locally organized staff development seminars.
The following discussion, presents a program that is reputed for improving the teacher-
learning milieu through the idea of teacher centers, in Uganda, East Africa.
Uganda Teacher Improvement And Support Systems
Uganda is one of the few countries in Africa, south of the Sahara, which make use of
teacher training colleges to anchor schools for teacher-learning purposes. Uganda has
twenty-three core Teacher Training Colleges that work with clusters of schools, served
by a Coordinating Center School (CCS). A CSS is a model school in each cluster, where
teachers around the school learn various strategies for improving teaching and learning.
Each CCS caters for a cluster of about twenty primary schools. One tutor (known as
outreach tutor) is assigned to work with the twenty schools, using the CCS as the locus of
operation. He or she conducts teacher-learning workshops at the CCS, and visits teachers
and teacher trainees in their respective primary schools for advisory support. Other roles
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ot the tutor include the development of learning resource centers at the CCS. (Engels,
2001). This idea of modeling a school for teacher-learning purposes is a crucial feature
that is currently missing in the Malawi primary education system. Figure 6 below, shows
how Teachers’ Colleges anchor primary schools in Uganda.
Figure 6. How Teachers Colleges in Uganda anchor primary schools
Adapted from Engels (2001).
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For the above system of support to be sustained, there was need to redirect the functions
of teachers’ colleges. Central to this change was the need to diversify the functions of
TTCs, from their exclusive focus on pre-service training of teachers to catering for both
pre-service and in-service training programs. As such, TTCs bring support services to
each cluster of schools, through the Coordinating Center School (CCS), and at the same
time, Coordinating Center Tutors (who operate from the clusters) are invited to the TTCs
to teach certain areas of pre-service and in-service teacher training. In that way, the
system is reputed for addressing the mismatch between teachers’ pedagogical experiences
obtained in Teacher Training Colleges and the pedagogy required for field practice,
which this chapter has discussed earlier on.
The Ugandan model stands a good chance of working in Malawi because schools are
already organized into clusters or zones. In addition, some of the infrastructure to enable
the system work is already in place. For instance, each zone has a purpose-built Teacher
Development Center (TDC). The only two challenges that need to be met, however, are a
paradigm shift from treating pre-service and in-service training of teachers as two
separate functions. The other challenge is to initiate a change of roles of Teachers’
Colleges and tutors, through provision of training and support.
However, to copy the Ugandan system as it is, entails having several Teacher Training
Colleges that are spread over the length and breadth of the entire country. While Uganda
has 23 core TTCs spread across the country, Malawi, by contrast, has five Teacher
Training Colleges to cater for 315 clusters of schools. Therefore, for a Ugandan prototype
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system to work, there will be a need to increase the number of Teacher Traininu
Colleges. Otherwise, what would work better is to find alternative ways of providing
similar services as provided by TTCs. For example, the Primary Education Advisers
(PEAs), who are assigned to play advisory and supervisory roles in each zone, could be
trained to play the role of outreach tutors, by working with College tutors on a regular
basis.
Thompson (1990) also cites the availability of teacher centers in Hong Kong, Malaysia
and Nigeria for the same purpose. In the case of the latter two countries, however, the
governments have, due to the cost involved, resorted to establishing a few major and
prestigious centers. However, the problem with this model is that they are located far
from most schools that could benefit from them.
II whole school development is to be achieved in the developing countries, effort needs to
be expended on establishing many small resource centers closer to schools. However,
such centers ought to be linked to major resource centers or Teacher Training Colleges in
order to draw on their human and material resources. In the Singapore model (Thompson,
1990), tutors were nominated to serve as consultants to specific schools. Schools could
call upon their services as and when they wished. This relationship between training
colleges and schools is important as it maintains a network of sharing good practice.
However, rather than attaching the tutors to specific schools, it can serve developing
countries better if tutors are attached to zones in order to capitalize on the ‘economies of
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scale
. Government commitment and the active involvement of the NGO sector are also
essential for supporting such professional development activities.
The foregoing discussion has noted that professional development does not just happen.
Careful planning and necessary support services are important for professional
development to occur and be sustained. Thompson (1990) makes an important
observation in regard to the above point. He states that.
While it is not argued that the provision of adequate support services will
guarantee that teachers and others will develop and display the necessary
professional skills and attitudes, it may perhaps be the case that without them such
professional development is unlikely to occur (Thompson, 1990, p. 144).
A number of lessons could be drawn from the foregoing discussion. Some of these are the
need lor a paradigm shift in thinking about the concept of teacher education and support
services. Teachers should not merely be pressured to be accountable on issues of quality
in education; they need to be supported in their professional development. In addition,
external support systems are just as important as school-level conditions.
What Is Teacher Learning For?
A substantial amount of research (Fuller, 1987; Lockheed & Komenan, 1989) suggests
that the amount of pre-service training teachers receive does not always have a strong
impact on student learning. While in some countries initial teacher training makes a
difference, in others it does not. Several reasons account for this situation. One of them is
the fact that.
The initial training may not have been appropriate. There may have been a poor
fit between between content of training and actual conditions in the classroom
(McGinn & Borden, 1995, p. 69).
38
Another major factor is that “the effects of good training may diminish over time”
(McGinn & Borden, 1995, p. 69). Just like students, many teachers tend to forget what
they learnt in initial training and end up developing other improper teaching habits, due
to effects of socialization in the work place ( Morgan, 1995). In addition, the school
curriculum and materials change over time, thereby rendering teachers’ knowledge and
skills wanting. Furthermore, teachers’ enthusiasm may wane, as time goes, due to poor
working conditions or poor administrative practices.
Chapman and Snyder (1989) also point out that factors external to the school such as
children s poor nutrition and inadequate time at home for study may have an effect on
schooling. Other causes are variations in teachers’ conditions of work, availability of
teaching and learning materials, physical infrastructure, and others. All these factors call
for teacher training that focuses on actual conditions that exist in the classroom.
Teacher learning is clearly critical for developing individual as well as collective vision
for teaching and learning in schools. Day (1997) argues that,
As educationalists we need to remind ourselves that personal mastery goes
beyond competence and skills, and that maintaining and developing individual
and collective vision is simply not possible without the continuing career long
committed professionalism of teachers (p. 52).
The place of continuing professional development in improving schools is clearly
important. Fullan (1991), for example, asserts that, “Sustained improvements in schools
will not occur without changes in the quality of learning experiences on the part of those
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who run the schools” (p. 344). In addition, research (Joyce et. al., 1989) demonstrates that
effective professional development of teachers has a remarkable impact on student
achievement.
Experts who have linked learning with change, such as (Fullan, 1991; Butler, 2003; and
others) believe that in any learning situation, learners tend to undergo a certain degree of
change. The change may take place through various means. For some, it will be through
the acquisition of a particular set of skills or knowledge. In that case, learning is
conceived as a product.
For others, change will take place through a process through which learners seek to meet
their learning needs or set goals. For yet other learners, change will come through
emphasizing the aspects that are believed to help motivate them to learn and change their
ways (Butler, 2003). This falls within a functionalist approach to learning. However, in
many cases change results from a combination of some or all of these factors. Therefore
it is important to understand each of the situations that underpin learning in order to
design effective programs for professional development of teachers.
Butler (2003) maintains that teacher learning benefits teachers in four key ways. First,
teacher learning improves the teachers’ technical repertoire, which is mastery of a variety
of skills and practices, which increase instructional certainty. Second, it improves the
teachers’ reflective practice, which constitutes a careful consideration that results in
enhancement of clarity, meaning and coherence in teacher practice. Third, teacher
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learning may also improve the teachers’ research skills, i.e., exploration and investigation
to discover ways to improve practice. Fourth, teacher learning improves teachers’
interpersonal communication attributes, such as collaboration, focusing on interchange
with fellow teachers to give and receive ideas and assistance (Butler, 2003, p. 5).
However, the researchers in question warn us that knowledge of these key aspects alone
is not enough to bring about improvement or change. What is rather crucial is to integrate
and establish the strengths of each of these four factors in the individual teacher as a
learner, because rarely have all four received intensive attention in the same setting. In
addition, one could also argue that it is not only the individual teacher who should be the
focus of professional development, but also teachers as groups or networks of partners at
the school level. In that way, the approach to professional development of teachers
should be understood as holistic.
How Will We Recognize Teacher Learning When We See It?
The following discussion provides a snap shot of requirements that one could look
for in determining the extent to which a teacher program supports life-long
learning in schools. Fullan (1991) sheds light on conditions or guidelines that are
crucial for implementing professional development in organizations such as
schools. He points out that providers of professional development of teachers
must pay ensure that:
The purpose of professional development is less to implement a specific
innovation or policy and more to create individual and organizational
habits and structures that make continuous learning a valued and endemic
part of the culture of schools and teaching (Fullan, 1991, p.12).
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This point is crucial in the sense that, if professional development of teachers is to
be effective in enhancing educational quality, then policy makers need to
understand that borrowing or copying ideas that may have worked elsewhere and
passing them as policy may not be an effective way of improving quality in
education. Rather, producing a culture of continuing professional growth in
schools is the way forward for enhancing educational quality because conditions
in schools are not always the same. Conditions may differ from one school to
another in the same region, district or even zone.
Furthermore, Fullan (1991) maintains that, “the attributes of successful
professional development need to be incorporated in as many activities as
possible (p. 12). This point also relates to the need for planners and educators to
move away from perceiving teacher development as one-shot, or occasional
programs. Clearly, effective professional development programs for teachers are
not necessarily those that are used as instruments for delivering other programs or
policies in a speedy or measurable manner. Nor are they offered only at special
venues far removed from the school and the classroom.
Effective professional programs are not necessarily those that are short and cheap.
To the contrary, effective professional development programs are the ones in
which governments must be willing to invest resources and ongoing support. Any
idea, no matter how excellent it may look, may be hard to implement if necessary
resources, structures and infrastructure are not provided.
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In the same vein, researchers and educators (Nancy-Adger & Temple 1999)
maintain that professional development approaches that are meant to improve
schooling for all students require a minimal set of conditions. Their conception of
minimum set of conditions for professional development is stated in terms of
policies, leadership strategies and supporting infrastructure and resources.
Regarding policies
,
they maintain that district and school policies must support
coherent and integrated professional development. They argue.
Many districts and schools have competing initiatives that drain their resources
and dilute their efforts. It is not uncommon to see lists of district- and school-
sponsored workshops tacked on school bulletin boards on topics as diverse as
cooperative learning techniques, meeting the needs of at-risk students, and
internet training for teachers. Unless there is a coherent and integrated
professional development plan that grows out of a district and school vision for
student success to which teachers and administrators are committed, workshops
will lack meaning (Nancy-Adger & Temple, 1999, para.7).
Although these statements refer to American school contexts, the argument being made
here is not exclusively relevant to American schools. Even in developing countries, there
is a tendency to focus on isolated issues in staff development workshops. Due to lack of
coherent policy on staff development, resources get drained and used on workshops that
serve isolated ends and sometimes even repeat or duplicate.
In terms of leadership
,
the said researchers maintain that district and school leadership
must make student, teacher, and organizational learning a priority. They assert,
District leaders and building principals must have current substantive knowledge
about effective teaching and learning for students and adults. They must have
knowledge about trends in effective professional development... In order to make
teaching and learning a priority, principals must safeguard teacher and student
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time model collegial relationships with teachers and students, and participate
actively in the learning community of the school (Nancy-Adger & Temple, 1 999,
Para. 8).
5
The point that comes out clearly here is that educational leadership must put emphasis on
learning not only for students, but also for teachers as well as the entire school as an
organization. Collegiality is, thus, key for teacher learning.
These educators stress the understanding that for promising professional development to
take hold, there must be sufficient time and resources. They point out.
Introducing professional development calls for teachers to work together in new
ways in order to improve schooling for all students. Learning new ways of
working together and tackling the complexities of teaching in culturally diverse
schools takes sustained time, focus, and resources (Nancy-Adger & Temple
1999, Para. 9).
’
This sounds like an obvious point, but some improvement strategies fail to achieve their
objectives because implemented ignore obvious factors such as incentives and other
kinds of support services. Therefore, as a minimum set of conditions for achieving
quality in education, planners and educators need to reflect professional development
processes in policies leadership strategies and support services.
The National Center for Research on Teacher Learning (NCRTL, 2003) also documents a
list of conditions that are necessary if teachers are to learn to teach in new ways that are
relevant to modem day reforms in education. They maintain that 1) teachers need
opportunities to work with colleagues both in their school building and beyond it. They
need chances to leam from one other’s successes and failures and to share ideas and
knowledge; 2) teachers need the support and advice of the principal who understands the
demands that reform places on teachers and what it takes to change teacher’s roles and
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practices; 3) many teachers may also need someone, other than the principal, to observe
them trying out new practices and provide non-evaluative comments and suggestions.
This implies allowing teachers to work in collegial ways as critical friends; 4) Teachers
need to be part of a larger learning community that is a source of support and ideas- a
community that consists of administrators, students, parents, school councils, school
boards and business people; 5) Teachers also need chances to experience learning in
ways consistent with the reforms and to observe practices that help all students achieve
the learner outcomes; 6) Such teaching, in turn, may require them to develop new
understandings of the subjects they teach and the roles they play in the school, classroom,
and larger community; 7) Teachers need to feel that they can critically assess their own
practice to make progress in the developmental process of learning new practices; and,
8) Teachers need time and mental space to become involved in the sometimes-protracted
process of changing roles and practice. This is vital.
To achieve time and mental space professional development must be redefined as a
central part of teaching. It can no longer be an add-on activity tacked on to the school
day, week, or year. Professional development must be woven into teachers’ daily work.
And for all this to happen, policy makers and public support for professional
development must be sustained and long term (NCRTL, 2003).
Likewise, proponents of new and inclusive vision of life-long learning argue for policy
conditions that have the following characteristics: 1) Learners should be the principle
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focus for life-long learning policies and learning opportunities, barriers and experiences
should be seen from their perspective. A policy framework for life-long learning should
thus aim to develop the capacity and desire to learn among all learners at all points in
their life, 2) An effective learner-centered policy should focus on creating the demand for
learning and skills development as well as relying on supply-side policies for education
and training. Employers are a key partner in this process and should play a greater role in
stimulating the demand for lifelong learning than is currently the case; 3) Lifelong
learning should be seen as an inclusive concept. Each phase of education should see itself
as part of an overall progressive system of life long learning, not only as an entity in its
own right.
There is thus a need for more emphasis to be placed on progression within and between
phases. This entails the following points: 1) There should be clearer connections between
the learning that takes place in education institutions, in wider society and in working life
so that a more holistic view of lifelong learning can be developed; 2) assessment should
serve rather than drive education. Current assessment arrangements, with their excessive
focus on external testing, distort rather than support education. A considerable body of
research evidence suggests that formative assessment and feedback to learners, related to
both short and long term goals, may be one of the keys to sustained successful learning;
3) policies for lifelong learning should take place within an environment of trust and
collaboration rather than one of competition and excessive accountability; 4) teachers
should be given time for reflection and self-improvement both individually and
collectively (IOE, 2000).
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The above ideas provide some kind of criteria for implementation of professional
development programs at various levels of the teacher learning system. Malawi could
weigh in on some of these ideas despite its socioeconomic conditions as a developing
country. Uganda, for example, offers a model for teacher learning worth reflecting on
when considering how best to improve teacher-learning programs in Malawi.
Between 1993 and 2000 USAID made a significant contribution to education reform
effort in Uganda through a project called Support for Ugandan Primary Education
Reform (SUPER). The SUPER project helped the government to transform teacher
development in three areas. First, the focus of teacher training changed from a focus on
qualifying teachers to a focus on improving teacher and head teacher performance over
their entire careers. Second, the content of teacher development programs changed from a
focus on pre-service training of teachers to a focus on pre and in-service teacher training,
in-service head teacher training, on-site support of school staff and parent-community
mobilization. Third, the locus of teacher development changed from focusing on campus-
based training, whereby students or clients went to teacher training colleges to learn, to a
focus on school-based training whereby colleges go to students or clients (Engels, 2001).
Thus, the education reforms of Uganda had the effect of redirecting the roles of Teacher
Colleges by moving them away from traditional ways of preparing teachers to more
robust ways of teacher development. As Engels (2001) stresses,
To serve the revamped delivery and support system as well as train thousands of
new teachers, the teacher training colleges needed to change. From an expensive,
inefficient, and ineffective system of ninety-six colleges, not only were twenty-
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Ihree transformed to anchor the school clusters, improve outreach, and update the
skills of current teachers, but the teaching itself was drastically changed (p. 8).
Countries wishing to improve teaching and learning need to transform the role of Teacher
Colleges. For education reform is no reform if it is all about doing more of the same
thing. For example, increasing the intake to teacher training colleges may not necessarily
be a reform strategy worth investing in or even bragging about. Five factors facilitated
the transformation of the teacher development system in Uganda, according to Engels.
These are: 1) inter-ministerial collaboration and planning, 2) a focus on implementation
of a program rather than a project, 3) an incremental implementation with attention to
institutionalizing the reform, 4) assistance from tutors, parents and communities; and, 5)
a focus on children and their learning.
The first dimension consisted of collaborative work among the leaders within the
Ministries of Finance and Economic planning, Education and Sports, and Public Service,
the Decentralization Secretariat and other government agencies regarding the reform
effort. Together, they contributed leadership, policy ideas and support that helped to
make the initiative successful.
Regarding the second factor, the primary education system was the focus of the education
reform and not the project that supported the reform. At the same time, the SUPER
project emphasized capacity building by ensuring that the majority of staff on the project
was Ugandan.
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Under the third factor, the project's support supplemented the already existing support
provided by government to primary teacher colleges in order to ensure sustainability and
institutionalization of the program.
On the fourth point, the SUPER project sensitized the communities through the
community mobilization programs. This increased local involvement in the education
system and schools. Engels (2001) observes that “ among the most important forms of
support tutors provide is training community mobilizers” (p. 13).
The last point underscores the fact that the model has improved the learning of the
children through improved practice among teachers. In his study, Engels (2001)
documented this comment from one of the stakeholders of the program: “Because the
teachers are... doing what they are supposed to do, the children have started improving
their learning” (p. 16).
The above discussion suggests that, a number of things need to be done to meet the
necessary conditions for effective teacher-learning milieu. Foremost, professional
development of teachers needs to be supported by policy makers and the public. In
addition, policy support needs to be long term and sustained. In the case of Malawi,
however, the dilemma is how to implement an approach like this in an educational
system that depends heavily on donor aid. The reader may be familiar with the
observation that most donor aid comes in form of projects with a short life span. With
pressure from donors for accountability, government tends to put pressure on the system
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for quick fixes and results. Therefore, the drive to develop and implement effective
continuing professional development of teachers that enhances education quality, though
feasible, will meet with many challenges. However, the Malawi teacher development
system will gradually improve if policy makers and planners are willing to learn from
other effective teacher learning programs in Africa and overseas.
The next chapter (Chapter IV) discusses the research design, methods and procedures.
There are two parts to the chapter. The first part discusses design and sampling
procedures, while the second part discusses the characteristics that make this research
qualitative in approach.
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CHAPTER IV
RESEARCH DESIGN: METHODS AND PROCEDURES
This chapter discusses the research design: methods and procedures used from the
conceptualization of the study through data collection to data analysis and interpretation
stages. There are two parts to the chapter. The first part presents the design and sampling,
procedures. The second part presents the characteristics that make this study belong to
qualitative approach of research.
Design And Sampling Procedures
The study design was influenced by ethnographic approaches to qualitative research.
Ethnographies investigate the culture surrounding people who are members of a
particular group. As Rossman and Rallis (2003) point out,
Central to ethnographic work is the concept of culture- a vague and complex term
that describes the way things are and prescribes the ways people should act; it
thus determines what is good and true... culture captures the beliefs by members
of a group that guide their actions and their understandings of those actions (p.
95).
There are three major levels of investigation: 1) perspectives of head teachers and
teachers on teacher learning programs, 2) case studies of teacher practice, and 3)
perspectives of officials on policies regarding teacher learning in Malawi. Two major
teacher-learning programs of MSSSP and QUEST crosscut the three levels of
investigation. Figure 7, below, presents the whole research design. It shows the topic of
the study, the three levels of investigation, and the settings from which the sample was
drawn.
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Figure 7: Study design according to three levels of investigation and settings
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The above figure shows three levels of the investigation: perspectives of head teachers
and teachers, case studies of teacher practice, and perspectives of policy makers and other
education officials on teacher learning in Malawi. The study used a purposeful sampling
procedure (Marshall & Rossman, 1999) as the main means of sampling. The sample of
participants and study settings for each level of investigation are described below:
Sampling For Perspectives Of Head Teachers And Teachers
Chiradzulu and Balaka districts were purposefully sampled for the investigation of head
teacher and teacher perspectives on teacher-learning milieu.
Why Was Chiradzulu Selected ?
Chiradzulu was selected because it is one of the earliest districts to benefit from teacher
development programs that emerged in mid 1990s as the new multi-party Government
embarked on efforts to improve the quality of primary education. One of these programs
is the Malawi School Support Systems Program (MSSSP). All the Primary Education in
the district were recruited in the first cohort of MSSSP that held residential courses at
Malawi Institute of education (MIE). In the course of their training, they developed
action plans to spearhead professional development activities in the district. The district
was also one of the beneficiaries of the first phase of purposely built Teacher
Development Center (TDC) construction. This study investigated the impact of these
developments on teacher learning milieu in the district. Other characteristics of
Chiradzulu district are as follows: it has a total number of 8 zones, 85 schools and 1,21
1
teachers.
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The current Chiradzulu District Development Plan (CZ-DDP) identifies 14 major issues
of concern to the district and two of these have to do with education, i.e., poor quality of
education and high illiteracy rate (CZ-DDP, 2003 p. 1 1). All these factors made
Chiradzulu an interesting setting for this study.
Why Was Balaka Selected?
Balaka was, likewise, sampled purposefully. Balaka is one of the districts in which the
Quality Education through Support Teaching (QUEST) programs is being implemented
on a pilot basis to promote quality in education. Balaka became an autonomous district in
1 998 after being part of Machinga district for a long time. As a result, Balaka is faced
with many developmental challenges in order to develop to a full-fledged status as other
older districts. The District Development Plan (DDP) for Balaka identifies 12
developmental issues that need addressing in order to reduce poverty. Two of these
concern education. They are high illiteracy rate and poor quality of education (DDP,
2004). This is probably the reason why many education development programs are being
tried there, to assess the feasibility of institutionalizing them. Other characteristics of
Balaka are as follows: it has a total of 7 zones, 149 schools and 1,181 teachers.
How Were Zones Selected?
In each district, two zones were visited for data collection. One zone is code-named Zone
A, while the other is code-named Zone B. This sampling was based on the hypothesis
that different zones might exhibit different conditions for effectiveness in the teacher-
learning milieu. So this selection was meant for purposes of comparing and contrasting.
Zone A had the following characteristics: it was located by the roadside, i.e., main road
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that runs between Blantyre and Lilongwe in both Chiradzulu and Balaka. It also exhibited
semi-urban characteristics such as a TDC hall with electricity. The TDC was located in
the vicinity of government institutions and Non-Governmental Organizations. By
contrast. Zone B was located about 8 to 10 miles from the main road in the interior of the
district. The TDC hall for Zone B in both Chiradzulu and Balaka districts did not have
electricity.
Opportunistic sampling was used in one case where the researcher took advantage of a
gathering of heads and teachers at a TDC in Zone A, in Chiradzulu district. These
professionals had gathered for an INSET program for Primary Curriculum and
Assessment Reform (PCAR). The sample of participants who participated in the Focus
Group Discussion (FGD) is code-named Zone A: TDC-FGD.
How Were Schools Selected?
In each zone, two full primary schools, with standards 1-8, were visited. For Zone A the
schools were code-named School A1 and School A2. For Zone B, the schools were code-
named School B1 and School B2.
School A1 in each zone had one outstanding characteristic: it was located at the TDC. In
fact, it is fair to say that the TDC is built at School A1 because in all the cases the schools
were built first, and the TDCs have been built there very recently. By contrast, School A2
is located in the interior of the zone, away from the TDC.
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The same pattern is characteristic of Zone B schools. School B1 in each zone is located at
the TDC while School B2 is located in the interior of the zone, away from the TDC. This
pattern was chosen for purposes of comparing and contrasting the conditions that
participants thought were facilitating teacher learning processes in their zone.
Sampling for Case Studies Of Teacher Practice
Through purposeful sampling, two teachers were selected for observation. In Chiradzulu
a class taught by a teacher who had undergone MSSSP was observed to investigate the
impact of MSSSP training on teaching and learning.
In Balaka, a class taught by a teacher who had undergone QUEST training was observed
to investigate the impact of QUEST training on teaching and learning in the school.
Sampling for Perspectives Of Education Officials On Policies Affecting
Teacher Learning
Six education officials were interviewed in Balaka, Ministry of Education Headquarters,
Department of Teacher Education and Development (DTED), and Malawi Institute of
Education. Sampling of the officials was purposeful as well as opportunistic. In the latter
case, the researcher followed leads to the source that would provide the required data. All
the officials selected were working in the field of primary education. All in all, education
officials were located in Balaka, Zomba, and Lilongwe districts.
Total Number Of Sample
In Chiradzulu, a total sample of 21 teachers, 4 head teachers, 2 deputy heads, 2 Assistant
Coordinators (ACCOs) were interviewed mainly in focus group discussions (FGDs). In
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Balaka, 19 teachers, 3 head teachers, 2 deputy heads, 1 QUEST official, 1 top educational
officer, 1 PEA, and 2 ACCOs were interviewed mainly through FGDs. Altogether, 62
participants participated in the study. Table 1, below, shows a summary of the sample
that participated in the study by district. Chiradzulu is abbreviated (CZ) and Balaka is
abbreviated (BLK).
Table 1 : A summary of sample that actually participated in the study
TYPE OF
PARTICIPA
NTS
PARTICIPANTS INTERVIEWED BY DISTRICT TOT
ALS
CZ BLK Lilongwe Zomba
Policy
makers/
Senior Educ.
Officials
1 Ed.
official
1 QUEST
official
1 Top official (MOEST)
1 INSET official (DTED)
1 Training official
(DTED)
1 Official
(MIE)
6
PEAs 0 1 0 0 1
ACCOs 2 2 0 0 4
Heads 4 3 0 0 7
Deputy
Heads
2 2 0 0 4
Teachers 21 19 0 0 40
TOTALS 62
Research Methods
Four research methods were used: 1) observations, “in which the researcher takes field
notes on the behavior and activities of individuals at the site” (Creswell, 2003, p. 1 85).
An observational protocol and jottings were used to record observational data in zones,
schools and classrooms visited. 2) Interviews, whereby “the researcher conducts face-to-
face interviews with participants... or engages in focus group interviews” (Creswell,
2003, pi 88). An interview protocol of a semi-structured nature was used to guide the
interviews. 3) Documents, whereby “during the process of research, the qualitative
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investigator may collect documents” (Creswell, 2003, p. 188). Notes or jottings were
used here to record key ideas about the documents, and 4) Audio and visual material,
which “may take the form of photographs, art objects, videotapes, or any forms of sound”
(Creswell, 2003, p. 188). A cassette recorder and a still camera were used to record
information from the people or situation under study.
Therefore, as an ethnography, this study used multiple and flexible data gathering
techniques. These included formal and informal interviews, focus group discussions,
class observations, observations of artifacts in TDCs and schools and interpretation of
artifacts such as policy documents and other teacher-learning related documents. In
addition, the researcher s own experience of events and processes helped to interpret the
data collected in the settings. Tables, 1, 2 and 3 in Appendix B show methods used for
data gathering in Chiradzulu, Balaka, and with educational officials.
Having discussed the research design and sampling procedures in the first part of this
chapter, Part II below, gives a more detailed description of data gathering and analysis
methods, from a qualitative research standpoint.
Qualitative Research Methods
What Makes This Study Qualitative?
The above discussion has made it clear that this study is ethnography because it
investigated the culture of members of social groups such as teachers in a school, school
professionals at the zone and district levels and educational officials at the Central
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Ministry and department levels. The relevance of an ethnographic approach to this study
cannot be overemphasized. Ethnographies seek to answer the following questions:
• What is the culture of the program?
• How do participants or stakeholders define success or effectiveness?
• Are these definitions congruent with effective or exemplary programs? (Rossman& Rallis, 2003, p. 132).
These questions are crucial to the present study of teacher learning milieu because the
inquiry focuses on practices and perspectives of implementers of two teacher learning
programs, namely, the MSSSP and QUEST. Therefore, this ethnographic approach is
probably the best way to investigate the perspectives of various participants, in order to
explore the conditions that are perceived as central to facilitating teacher learning at the
school, zone, and district levels.
Role Of The Researcher-Biographical Statement
The role of the researcher in this case was to understand the views of the insiders and
render an account of their worldview regarding policies and practices in teacher learning.
This approach was therefore consistent with what ethnographers call capturing the “emic
view” or insider view of the phenomena (Rossman & Rallis, 2003, p. 95). By the same
logic, the researcher has used analysis methods that derive from social sciences such as
theories of learning organizations and staff development over and above the researcher’s
experience. In doing so, the researcher has been constructing an “etic view” (Rossman &
Rallis, 2003, p. 95) of the phenomenon of teacher learning.
59
The biography ot the qualitative researcher influences the way a study is conducted. As
Rossman and Rallis (2003) maintain.
The researcher does more than affect the ongoing social life: weltanschauung-
worldview-shapes the entire project... the researcher’s personal biography is the
lens through which he sees the world... Unlike the allegedly objective social
scientist, the qualitative researcher values his unique perspective as a source of
understanding rather than something to be cleansed from the study (p. 10).
By the same token, I went into this study with a substantial amount of personal values
and beliefs regarding the learning milieu of teachers. I used these as lenses through which
I viewed the research. The following is a brief record of my biography, which falls within
three levels of relevance to the research.
First, my biography as a teacher might have influenced the conduct of the study, because
this experience made me assume an insider status. I was trained as a teacher and became
one in early 1990s, teaching in two secondary schools prior to my posting to Malawi
Institute of Education (MIE) in the mid 1990s. As a secondary school teacher, I noted
that teaching was compartmentalized. Teachers tended to work as individuals, without
sharing the skills and knowledge that could make them more effective at the classroom
level. In terms of in-service training, chances of getting any were low. However, it would
be incorrect to assume that secondary school conditions are the same as primary school
conditions. In fact, during the study, teachers raised a number of issues, which were
peculiar to the primary school sector.
Second, my biography as researcher on previous studies in the primary schools tended to
influence the conduct of this study. For example, during the summer of 2002, 1 visited
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some primary schools in the district ofZomba (in Southern Malawi). The goal of the
study was to collect data on collegial practices among teachers and school managers.
Issues of educational quality arose in the findings of that study. In this study, I pursued
the issue ot educational quality in relation to teacher learning.
Third, my biography as an in-service officer was influential in many ways. When I
joined MIE in 1995, 1 worked as a Gender (In-service) Trainer. At the same time, I
worked as a trainer for Malawi Schools Support Systems Programs (MSSSP). As a
gender in-service officer, my roles ranged from developing a gender sensitive curriculum
for teachers to providing in-service training for serving teachers and Primary Education
Advisers (PEAs) in primary schools. My experience from conducting these programs
affected the way I conducted this study. For example, in many cases I tried to be as
sensitive as possible to issues of gender in selection of participants. This aspect also
played out in the manner I addressed questions to male and female participants during
interviews. And in terms of my previous experience with working on MSSSP program. I
noted that my understanding of participants’ perspectives on the program was better and
faster than my comprehension of participants’ perspectives on the QUEST program,
which I had not taken part in before. Thus, for the former program I enjoyed an “insider”
status, while for the latter program I was clearly an “outsider”.
Overall, these biographical experiences as a teacher, researcher, and in-service officer on
teacher development programs affected the way I conducted this study. Thus, throughout
the data collection and analysis processes, I have wrestled with the process of reflection:
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reflecting on who [I am] and how [this status] is affecting [my] research 1 ’ (Rossman &
Rallis, 2003, p. 10). Reflection is important for various reasons, including the fact that
insights about the observer’s [researcher’s] self can prove useful for understanding
others who are the subjects of sociological inquiry” (Krieger, 1985. p. 309).
Access Negotiation
Measures were taken to ensure that gatekeepers to the settings were informed of the goals
and intended outcomes of the study. As Punch (1994) cautions, “gatekeepers can be
crucial in terms of access... the outcome, therefore, is always mediated through the needs,
resources, and roles of such individuals” (p. 86). As such, permission to conduct this
study was, in principle, sought from the Secretary of Education-Basic Education at the
Ministry headquarters. I wrote a letter to the official in question in early June to seek
permission to conduct the study. In that letter I explained the topic of my study, its focus,
and intended purposes. However, as I had feared the letter was just a formality; I did not
get any response. Nonetheless, I proceeded with my study on the assumption that the
silence meant consent. This assumption was confirmed later when the official agreed to
have an audience with me on this study, after making an appointment with him by
telephone. I also used the telephone to make appointments with the rest of the education
officials.
My institutional background was helpful in gaining access to the zones and schools. By
institutional background, I refer to what Punch (1994) calls the “the backing of
prestigious academic institutions and figureheads [which] may be vital to access in some
setting” (p. 86). This means that the reputation of the researcher's institutional
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background may be considerably important in opening doors to the setting. In that vein,
my affiliation to the Malawi Institute of Education as a curriculum developer, in-service
officer, and one of the original members of the National Core Team for MSSSP field
support and training proved to be advantageous in getting access to the zones and
schools. My familiarity with many of the participants and the backing of a letter from the
Malawi Institute of Education helped me to gain easy access to the proposed settings.
Ensuring Trustworthiness Of The Study
As a researcher within the qualitative genre of research, I took special measures to ensure
that my study was trustworthy. Rossman and Rallis (2003) define trustworthiness of a
study as constituting two aspects: acceptable and competent practice, and ethical conduct.
By acceptable standards of practice, they refer to the extent to which a study is valid and
reliable, while ethical conduct refers to a sense of sensitivity to the politics of the topic
and setting. They assert, “for a study to be trustworthy, it must be more than reliable and
valid; it must be ethical” (Rossman & Rallis, p. 63).
In this study I used the following strategies for ensuring credibility and rigor of the study:
triangulation, prolonged engagement, participant validation, using a critical friend, and a
community of practice (Rosssman & Rallis, 2003). I used triangulation
,
i.e., use of
multiple sources of data from the officials at Ministry Headquarters, DTED, district
headquarters, zones and schools. In each setting, I tried to corroborate participants’
statements with the policy documents or practice that I observed. I also made a prolonged
engagement with participants in the schools. On average, I visited each school twice in
the course of data collection. With the policy makers and education officials, however, I
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collected data on a one-shot basis due to constraints of distance, time, and resources.
Thus, I did not make a prolonged engagement with the said officials for reasons given
above. However, I took time to follow up on issues that I needed clarification on by
making calls to specific officials at Ministry headquarters, DTED, and districts. In one
case, I made an appointment to speak again to an official at MIE in person on a very
important issue that he had mentioned earlier in my study. In so doing, I was using a third
strategy for ensuring credibility and validity known as participant validations process in
which the researcher takes the emerging findings back to the participants for their
elaboration, correction, extension or argument (Rossman & Rallis, 2003).
In addition, from time to time, I consulted friends from the Center for Educational
Research and Training, Chancellor College, MIE and the District Education Officer for
Zomba, to help me make sense of the data that I was collecting from various settings. I
found this community ofpractice very helpful in giving me further directions on data
collection and interpretation.
The method ot triangulation played out well in the zones and schools where perspectives
from PEAs, Assistant Center Coordinators, head teachers, deputy heads, and teachers
provided multiple sources of data. Observation of practice also served to give a bigger
picture of the complexity of the learning milieu of teachers at the zone, school, and
classroom levels. By triangulating the findings, I ensured that the study had captured a
cross-section of various aspects of the concept of teacher learning and the learning
milieu.
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In each district, I selected one zone where I visited more than two times to speak to
participants and to observe practice for a prolonged period of time, which is a strategy
that Rossman & Rallis 2003 call “being there” or “prolonged engagement”. This was
done to make sure that I obtained more than a snapshot view of the concept of teacher
learning and the learning milieu in the zone. I also used these repeated visits to do a
participant validation ol the findings that emerged from previous interviews and
observations.
Ethical Considerations
This study took into consideration general ethical issues of inquiry. The following ethical
issues, identified by Rossman and Rallis (2003) and Creswell (2003), were taken into
consideration: issues of deception, endangering participants, respect for participants,
reciprocity, anonymity of the participants, accuracy of the account, and use of appropriate
language.
Regarding issues ofdeception, I made sure that the purpose of the study was described to
the participants before and during fieldwork. This was important to avoid deceiving the
participants. As Creswell (2003) observes, “Deception occurs when participants
understand one purpose for a study but the researcher has a different purpose in mind” (p.
64). I, therefore, described the purpose of the study to gatekeepers as well as participants
during interviews, to ensure that “the participants are not deceived about the study and
that, their participation is voluntary” (Rossman & Rallis, 2003, p. 75). In many cases, I
asked participants to read consent forms and sign them before starting interviews. The
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consent from spells out the purpose and states that participation in the study is voluntary.
A sample consent form is shown in Appendix A.
Regarding issues ofrespect
,
I was prepared to be sensitive to participants’ choice not to
participate in the study (Marshall & Rossman, 1999, p. 81). However, it turned out that
all the participants targeted and found in the setting were willing to participate in the
study without any problem. Factors that contributed to this high participation were
apparently legion, including my personal biography, ethos of teachers as civil servants
and the nature of the topic. But this is mere conjecture drawn from the impressions that I
got from the field.
As for reciprocity issues, the skills that I gained for doing qualitative research in recent
years helped me to be sensitive to reciprocity issues. Marshall and Rossman (1999)
assert, rather insightfully, that:
People may be giving their time to be interviewed or to help the researcher
understand group norms; the researcher should plan to reciprocate. When people
adjust their priorities and routines to help the researcher, or even just tolerate the
researcher’s presence, they are giving of themselves. The researcher is indebted
and should be sensitive to this (p. 90).
At the end of each visit to a school or district, teachers were appreciative of the fact that
someone had shown interest in the affairs of their professionalism. In many cases
participants expressed the hope that the issues they had raised in the interviews would be
passed on to relevant authorities. As such, I assured them that the report of my findings
would be shared with a number of stakeholders. Therefore, it was my hope that they
would take these issues seriously and try to find solutions to them. However, I exercised
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caution not to make promises that might not be fulfilled. In another case, a head teacher
(School A2 in Balaka) expressed appreciation of the fact that he and his staff had
benefited from the interviews, although my primary purpose was to collect data. He said:
• As you can see, all ofus are happy because ofyour visit. Although most ofthe
issues were raised as questions, we have benefited a great deal in the sense that
this discussion will help us to improve in our professional behavior and attitudes.
Ladies and gentlemen, let us try to change so that these visitors can keep coming
to our school to see goodpractice (BLK-School A2).
So these are the two ways in which reciprocity played out in this study. I interpreted the
latter case to mean that research can also be a teaching tool for participants, if it raises
questions that matter to the participants.
On the issue of the anonymity of participants, Rossman and Rallis (2003) point out two
elements that underpin privacy and confidentiality of participants, which are:
1 ) Protecting the participants identities, names and specific roles- a privacy issue, and
2) Holding in confidence what the participants shared with the researcher- a
confidentiality matter. The main reason for doing this, so Rossman and Rallis (2003)
argue, is to protect the participants from potential hazards if they are specifically
identified. At the same time, these experts recognize the counterargument that holds that
making participants anonymous deprives them of agency in the work of the study.
Rossman and Rallis’ s (2003) advice to the beginner, nevertheless, is that.
The ways that written reports can be used go well beyond the control of either
researcher or participants... the default position should be to mask specific
identities unless a compelling reason is put forward not to (p. 74).
So as a novice in research, I took this default position by, first, making sure that I assured
my participants of their anonymity in my research report. Second, I used code names for
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participants and even the settings of the interviews during data presentation. However, in
a few cases, mentioning the positions of participants could not be helped due to the
uncommonness of the position and the importance of the information associated with that
position. This is an ethical dilemma that presented itself time and again during data
analysis and presentation.
Regarding the use ofappropriate language
,
Fontana and Frey (1996) have a point to raise
when they argue that,
Respondents may be fluent in the language of the interviewer, but there are
different ways of saying things, and indeed, certain things should not be said at
all, linking language to cultural manifestations (p. 366).
With this in mind, I gave the participants a chance to speak in a language that they were
comfortable to use, either English or Chichewa. While some participants insisted on
speaking in English, there were others who found it more liberating to explain their
points in Chichewa. The only problem with this was that it was difficult to transcribe the
Chichewa excerpts later, in the sense that the typing speed was not as rapid as with
English. Also, this provided an additional task of translating the data into English for
purposes of report writing. This presented another challenge, regarding the possibility of
loss of the essence of what is being said. All in all, I tried to exercise a great degree of
sensitivity to participants’ views so as to avoid marginalizing them both during
interviews and data analysis.
Gender Considerations
A deliberate attempt was made to include as many male participants as females to make
sure that the views expressed represented both genders in the districts, zones, and schools
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visited. To that effect, the researcher selected equal numbers of male and female
participants where possible. The table below shows gender-disaggregated data on
selection of participants in the two districts. It also shows the number of female officials
interviewed as compared to males. Good cases in point are Zone A for Chiradzulu and
Zone A for Balaka where almost equal numbers of males and females were selected to
participate in the study. In the other zones, it was not possible to get equal numbers of
males and females because of two factors: 1) Unequal staffing of teachers; and, 2) the
time of the day the interview was held. In the case of the latter point, the researcher
observed that it was difficult to get as many female teachers when the interviews were
held in the afternoon because most female teachers teach lower classes, which knock off
before and around noontime.
As for policy makers and education officials, participants were targeted on as-is basis,
meaning that there was no attempt to select equal numbers of male and female
participants because these top positions had no alternatives. For that reason, gender
representation is rather lopsided. Table 2, below, shows the gender-disaggregated
distribution of participants.
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Table 2: Distribution of participants by gender
DISTRICT ZONE A ZONEB ZONE A
TDC-FGD
TOTALS
M F M F M F M F
CHIRADZULU 6 7 9 2 4 2 19 11
BALAKA 8 7 7 4 15 11
OFFICIALS
5 1
Total participants 39 23 62
Data Collection And Processing
Data were collected over a 5-month period, from September 12th 2003 through January
22 nd 2004. Key methods for data collection were individual interviews and focus group
discussions involving groups comprised of two to six participants. Semi-structured
interview protocols aided both kinds of interviews. The protocols were formulated from
literature read on the subject, the interviewer’s experience of the teacher learning
situation in Malawi, and indicators of teacher development program effectiveness
stipulated by INSET officer from DTED at the beginning of the data collection process.
These protocols, however, were only used to provoke a discussion rather than as a
legalistic data collection instrument. In the final analysis, more data than were solicited
by the interview protocols were collected on the subject of teacher learning and the
learning milieu in Malawi.
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Other data collection methods used in this study were observation of practice at the
Teacher Development Center or zone level and the school level, taking of photographs,
and collection of relevant policy documents. In a couple of cases, the researcher observed
classes in session, so as to see how MSSSP and QUEST were affecting teaching and
learning processes in schools. One school in Chiradzulu and one school in Balaka district
were selected for this. The findings and conclusions on this are discussed in chapter VI of
this dissertation.
All interviews were recorded on audiotapes by means of a cassette recorder. These tapes
were later transcribed into text for analysis. This transcription process took place
alongside data collection as an ongoing process. Putting all interview time together, there
were 1 8 hours of taped interviews from eight focus group discussions (FGDs) and twelve
individual interviews (I-Is).
Throughout the data collection process field notes were taken, and analytical memos
written whenever necessary. These memos centered on “emergent insights, potential
themes, methodological questions, and links between themes and theoretical notions”,
which “encourages analytic thinking and demands that the researcher commit emerging
ideas to paper” (Rossman & Rallis, 2003, p. 291). Appendix B contains some of the
analytical memos.
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Rationale For Use Of The Stated Methods
The above discussion has mentioned a number of methods used in this study for data
collection. However, not much discussion has been dedicated to the reasons why each
method was used, from a qualitative research perspective. The following discussion aims
to discuss those reasons.
A Study Of Policy And Program Documents
The idea behind studying educational policy and program documents was based on the
insight presented by Denscombe (1999) who observes that:
Documentary research has two facets: one an essential part of any investigation
and the other a specific method of investigation, which offers itself as an
alternative to questionnaires, interviews or observation as a means for collecting
data (p. 159).
What Denscombe (1999) here means by ‘essential part of any investigation’ is the use of
documents for literature review purposes, while in the other case, the documents take on
a central role as the actual thing that is to be investigated. In terms of the present study, I
used documents for both purposes.
Interviews
To begin with, Rossman and Rallis (2003), maintain that “interviewing takes you [the
researcher] into participants’ worlds, at least as far as they can (or choose to) verbally
relate what is in their minds” (p. 1 80). The said experts note six reasons why interviews
are important in qualitative research. These are:
To understand individual perspectives
To probe or clarify
To deepen understanding
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To generate rich descriptive data
To gather insights into participants’ thinking
To learn more about the context (p. 1 80).
In this study, I used interviews for all the above-mentioned reasons. In terms of
instruments used, this study employed semi-structured interview protocols meant to
generate “open-ended ethnographic (in-depth) interviews” (Fontana & Fray, 1996, p.
365). As a prototype, an open ended (in-depth) interview tends “to understand the
complex behavior of members of society without imposing any a priori categorization
that may limit the field of inquiry” (Fontana & Fray, 1996, p. 366). However, in the semi-
structured in-depth interview, I followed the procedures stipulated by Rossman and Rallis
(2003) whereby I identified domains of experience that I was interested in and developed
questions or topical statements to elicit the participants’ understanding of those domains.
The National INSET Coordinator gave critical indicators for determining the
effectiveness of a TDC. I used these indicators as scaffolding for building a big picture of
TDC effectiveness. I, however, remained open to participants’ own views about what
they considered as an effective TDC or zone. Almost all of my interviews were recorded
on audiotapes. The skills that I gained in doing small-scale qualitative studies in Malawi
and the USA helped me to handle tape-recorded interviews.
Observations
I also used observation as a data collection strategy. I took on the role of the “complete
observer” (Creswell, 2003, p. 186). In this role, the researcher observes without
participating. Creswell (2003) lists four benefits of observation, as follows:
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Researcher has a first hand experience with participants
Researcher can record information as it is revealed
Unusual aspects can be noticed during observation
Useful in exploring topics that may be uncomfortable for participants to discuss
(p. 186).
Observation also helps the researcher to notice differences and similarities between what
is claimed during interviews and what is happening in actual practice, which is probably
what Creswell (2003) alludes to in bullet-point number three above. Most of the
observations were noted down through jottings. Emerson, Fretz and Shaw (1995)
describe the advantages ofjottings as follows:
Jottings translate to-be-remembered observations into writing on paper as quickly
rendered scribbles about actions and dialogue. A word or two written at the
moment or soon afterwards will jog the memory later in the day and enable the
field worker to catch significant actions and to construct evocative descriptions of
the scene (p. 20).
Apart from jottings, where necessary I used a still camera to capture some of the scenes
that seemed to be relevant for the topic under discussion. To sum it all up, all the jottings
or field notes taken during observation were transcribed soon afterwards. The
observational data were also used to follow up questions in the interviews and to generate
“tentative hypotheses ” (Locke, Spirduso & Silverman, 2000, p. 259). I used photographs
mainly to illustrate the presentation of my dissertation.
Analytical memos
I used analytical memos in the data collection process. I used them to record my personal
reflections. These were also used to shape the direction to take in subsequent data
collection processes. Analytical memos were also helpful during analysis and
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interpretation of data. By referring to them from time to time, I was able to recall the
impressions that I got from each setting or event.
Data Management And Analysis
Data collection in research is not an end in itself. It is a means to an end. The end is the
use to which data are put. To that effect, there is need to manage and analyze data in such
a way that they may be easy to retrieve and put to their intended use. I therefore recorded
data in “a systematic manner that is appropriate for the setting, participants, or both and
that will facilitate analysis” (Marshall & Rossman, 1999, p. 147-148). To that effect, I
used the following strategies:
Using data collection instruments such as tape recorders and cameras as they fit
the setting
Using the said devices with the participants’ consent
Labeling both audio-tapes and artifacts
Carrying extra batteries and film
Finding quiet places for taking notes
Developing preliminary lists of categories for data coding (pending alterations
during focused analysis)
Planning ahead for color coding of notes to keep track of dates, names, titles,
attendants of events, chronologies, descriptions, description of settings, maps,
sociograms, and so on.
Defining categories for data analysis,
Planning for further data collection (adapted from Marshall & Rossman, 1999,
p. 1 48).
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Data analysis was done on an ongoing basis. This entailed transcribing the tapes and
storing the data on the computer hard drive, floppies, and hard copies (print outs). I kept
documents in well-labeled folders which I retrieved whenever necessary as I coded data
and analyzed them for categories and themes. Expanding files with secure elastic closure
and tab markers were particularly helpful for storage and retrieval of data. As stated
before, the methodological literature and personal skills for organizing and analyzing data
that I obtained from doing qualitative research in the past months have been helpful in the
management and analysis of data.
Transcription Of Data
I transcribed all data collected from interviews by means of a cassette transcriber.
According to Denscombe (1999),“the process of transcribing needs to be recognized as a
substantial part of the method” (p. 128). He further warns us that “transcription of the
tapes is generally far more time-consuming than the actual collection of the data”, and
that “the actual time will depend on the clarity of the tape recording itself, the availability
of transcription equipment and the typing speed of the researcher”(Descombe, 1999, p.
128). In light of this revelation and my experience in doing qualitative research, I used a
standard cassette transcription machine. It was so helpful for this job that I considered it
good value for money. When data transcription was completed, I started coding the data
for categories and themes. Rossman and Rallis (2003) distinguish themes from categories
when they assert that:
A category [is] a word or phrase describing some segment of your data that is
explicit, whereas a theme is a phrase or sentence describing more subtle and tacit
processes... categories provide direction for data gathering. Themes, in contrast.
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often emerge during intensive analysis as the researcher locates and describes
more subtle processes (p. 282).
This distinction was helpful during my analysis of data. The whole process of data
analysis entailed a process of familiarization with the data through a continuous review of
the data, letting the data “incubate”, and living with the data (Rossman & Rallis, 2003, p.
279). Overall, in this study, I used what Rossman and Rallis (2003) refer to as the
‘inductive analysis’ whereby the researcher identifies ‘indigenous categories’, which are
categories expressed by the participants (p. 282). At the same time, I was at liberty to
identify other categories based on the literature that I had read or through my previous
experience. This analysis is what Rossman and Rallis (2003) refer to as a ‘deductive’
analysis (p. 283).
Having identified the themes and categories, I then developed a concept map in which I
represented the important ideas that recurred. I put these ideas on paper and drew arrows
to show how they related to one another. I drew a number of concept maps from the
categories and themes identified. Figure 8, below, presents an example of a concept map
developed from focus group interviews in Chiradzulu.
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Figure 8: Concept map tor teachers' perceptions of the importance of a TDC
I followed the procedures of coding as described by Rossman and Rallis (2002), Marshall
and Rossman (1999), Creswell (2003), and Denscombe (1999), and proceeded to make
interpretations of the data, which constituted the telling of a story and as a process,
dependent on thick descriptions. I used my own skills drawn from doing qualitative
research in both the USA and Malawi to supplement the knowledge and skills provided
by the aforementioned textbooks. The diagram in figure 6 below was helpful in coding
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data. Each category or theme was coded separately in order to show the similarities and
differences between schools within one zone and zones within the same district.
Figure 9. Instrument for coding findings under themes and categories for each school
DISTRICT
The model above shows how the findings were coded. Each theme or category was
placed in the center of the figure. As the researcher read a data transcript from each
school, findings on the theme or category were jotted under each school: Al, A2, Bl, and
B2 in the figure. A key phrase, such as ‘understaffing’ or ‘lack of consultation' was
recorded under the school where the category or theme appeared. A page number and
paragraph number were also entered against the data. This kind of data coding helped the
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researcher to make quick comparisons and contrasts among different schools and zones
per theme or category. In the final analysis, it was also possible to make comparisons
between the two districts under investigation. This kind of coding also assisted in locating
quotes during the writing process.
Review Of Data Collection Methods
Apart from analyzing the data for meaning, as it were, I took time to analyze the methods
I was using for collecting the data to ensure the trustworthiness of the study. This was
especially crucial during the first days of fieldwork to ensure that my subsequent visits to
the field built on the lessons from initial days in the field. Table 3 below, shows a
checklist for evaluating the appropriateness of methods used during fieldwork.
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Table 3: A checklist for appropriateness of methods used
1 . Were the necessaryformalities observed at the start (introductions,
confidentiality, etc.)?
2. Were the rights ofthe participant respected (consent, sensitivity)?
3. Were relevant details about the participant collected?
4. Did I exercise a suitable level of control over the progress of the interview
(time, agenda)?
5. Was a non-judgmental stance maintained towards the participant’s answers?
6. Was the discussion monitored appropriately in terms of:
• Participant’s key points!
• Reading between the lines?
• Trying to identify any inconsistencies?
• Looking for the answer simply aimed to please the interviewer?
7. 7Were field notes taken about:
• The impact of the context?
• Relevant non-verbal communication (gestures, etc.)?
8. Were prompts, probes and checks used to good effect where appropriate?
9. Were the appropriate courtesies given at the end (thanks, reassurances)?
[Adapted from Denscombe (1999) p. 129]
The next chapter (Chapter V) discusses the first of three sets of findings derived from the
study. It discusses findings on head teachers and teachers’ perspectives of conditions that
enhance or inhibit teacher learning in Chiradzulu and Balaka districts. Themes generated
from what participants said in both Chiradzulu and Balaka districts are presented and
discussed in parallel, for purposes of comparing and contrasting the findings.
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CHAPTER V
HEAD TEACHERS’ AND TEACHERS’ PERSPECTIVES IN
CHIRADZULU AND BALAKA DISTRICTS
Ethnographers begin to construct members’ meanings by looking closely at what
members say and do.
. .paying particular attention to the words, phrases, and
categories that members use in everyday interactions
(Emerson et al., 1995, p. 1 12).
Chiradzulu District: Head Teachers’ And Teachers’ Stories
From the data that I collected in Chiradzulu district, I constructed six major themes
grounded in perspectives and practices that I documented in the four schools and two
zones I visited. Some of the themes were generated from the way participants used both
verbal and non-verbal language during the investigation. The data also include the
findings from the focus group discussion held at Zone A TDC. The following ten themes
were drawn from the findings:
• Teachers’ knowledge of the concept of teacher learning
• Who needs to benefit from teacher learning?
• Knowledge of teacher-learning programs available in the area
• Teachers’ knowledge of policies on teacher learning
• Educational quality: its definition and connection to teacher learning
• The role of heads and teachers in teacher learning programs
• Ownership of teacher learning programs and TDC structures
• Systemic issues affecting teacher learning milieu
• Suggestions for improving the teacher learning milieu
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Teachers’ Knowledge Of, And Attitudes Towards The Concept Of Teacher
Learning And Its Programs In Their Area
This theme emerged when the interviewer asked deliberately about what the teachers
understood by the concept of ‘teacher learning' and the teacher learning programs that
exist in their area. This question was asked as a springboard into the discussion. More
importantly, it was meant to ensure that all participants had a shared understanding of the
topic. In some cases, however, the definition of the concept of teacher learning emerged
rather serendipitously as the participants described the professional activities that they
enSa8ed in their everyday work. Both sources were helpful in clarifying this concept for
both the participants and the researcher.
In three of the four schools visited, teachers made an attempt to give a definition of the
concept of teacher learning. The following were the most recurrent definitions:
• In teacher learning
,
teachers meet together and share ideas on ways to improve
their teaching skills (School Al).
• Teacher learning is done everyday as I do my job in addition to teacher training
(School A2).
• Teacher learning means going to college and being well trained there and after
that here [at school] having some seminars concerning our profession (School
A2).
• Teacher learning means that the teacher must have the right to be taken to the
seminars so that they may become aware ofnew things to come (School B2).
• Professional development means that the teacher must upgrade himself for
example
,
when he is a JC holder, he must have an ambition to go on with
education and studyfor MSCE (School B2).
No response was given for the definition of the concept of teacher learning in School B 1
.
However, the teachers were able to demonstrate their understanding of the concept by
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explaining the differences between teacher learning and teacher training, as the following
quotation illustrates.
• In training you are talking about a person being trained in a college, while
teacher learning is the process (after being trained as a teacher) ofchanging
from one level ofquality to another, to the extent that one can do his or her job
very well (School B 1
)
These descriptions convinced me that teachers generally have enough knowledge about
the meaning of the concept “teacher learning”. What was even more reassuring was the
fact that, in all the four schools, teachers used the terms ‘teacher learning’, ‘in-service
training’ and ’professional development’ of teachers rather interchangeably to show that
they were somehow synonymous.
Most of all, the participants mentioned three characteristics that are fundamental to
teacher learning or professional development of teachers. These are: 1) the fact that it is
about sharing of knowledge and practice about teaching, 2) that it is learning that takes
place every day as teachers do their job, and 3) that it is distinct from initial teacher
training. These aspects fall within the definitions of teacher learning or professional
development of teachers given by many educators (Craig et al. 1998; Bude & Greenland
1983; DfEE 2000, Fullan 1990).
Who Needs To Benefit From Teacher Learning?
In terms of who should benefit from teacher learning or professional development of
teachers, participants in all the four schools in the two zones agreed that both trained and
untrained teachers ought to benefit from teacher learning. The common reason mentioned
for this was that both types of teachers face the same challenges when they are deployed
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in schools. Participants cited frequent curriculum changes as the biggest challenge that
they face. The following response sheds light on this challenge:
• Both qualified and unqualified teachers should get professional development
since these days we are going through lots ofchanges, and the curriculum tends
to change frequently. So both [trained and untrained teachers] need to be given in-
service training in order to be updated on these changes (School Al).
Participants mentioned at least four programs as being active in promoting teacher
learning in the two zones and four schools visited. These were Malawi School Support
Systems Program (MSSSP), Malawi Integrated In-service Teacher Education Program
(MIITEP), Primary Curriculum Assessment Reform (PCAR), and Creative Center for
Community Mobilization (CRECCOM) and Life Skills Education. Participants clearly
indicated that the MSSSP program focused on training head teachers and senior school
staff on classroom and school management issues.
Participants also mentioned that the MSSSP program followed a cascade model where
heads and senior school staff were expected to train the rest of the teachers at the school
level on knowledge and skills obtained from the program at the Teacher Development
Center (TDC). However, teachers did not say clearly that the heads and deputies actually
conducted these trainings in schools as expected. They stated that heads and section
heads briefed them on meetings that they attended at the TDC on professional
development but could not say that they had a school-based seminar. The situation in
school B1 was particularly telling, in the sense that none of the five teachers present in
the focus group discussion had been trained at the school level on MSSSP, although it
was learned that the head teacher had been trained under this program.
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Participants explained the missions of MIITEP, PCAR. and CRECCOM, which were all
about providing skills and knowledge on teaching and curriculum issues as well as
motivating children to stay in school (mainly in the case of CRECCOM).
Common Types Of Teacher-Initiated Professional Development
Practices
The study identifies three major types of teacher learning practices that participants
engage in at the school and TDC levels. These are: subject groups, materials development
groups, and study circles. In subject groups, teachers who want to improve their
knowledge and skills in certain subjects meet with others who have the same interest to
help one another understand the content and teaching skills required to teach the subject
effectively. Materials development groups are groups of teachers who meet on a regular
basis to make teaching and learning materials using locally available resources. Such
groups make materials across the subjects on the curriculum. In study circles, teachers
who want to upgrade themselves academically meet to share ideas on how they can
prepare tor Malawi School Certificate Examinations. The following are some of the
statements that serve to illustrate the point:
• There was a time when we met according to our specialized areas such as
English, math and general studies to discuss areas that we needed improving on
in the teaching ofthose subjects (School A2).
• At this TDC we get to know how to prepare teaching and learning aids and we
transfer what we have learned to our various schools. Also
,
like my colleague has
said, regarding various subjects such as Home Economics, we came here to share
skills and knowledge (Zone A : TDC-FGD).
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An Encounter With a Teacher-learning Program in Progress: Is Seeing
Believing? &
During the first visit to Zone A the researcher was privileged to observe a teacher
learning program in progress. The newly proposed Primary Curriculum and Assessment
Reform (
PCAR) workshop was in progress. This encounter was purely serendipitous. Teachers
and heads from about five schools in the zone had gathered at the TDC to be introduced
to the program. At the core of PCAR is a change in the organization of primary school
curriculum content so that the content is grouped into learning areas such as Literacy,
Numeracy, Social and Natural Sciences, and Expressive Arts, rather than isolated
subjects. The current curriculum treats content in terms of subjects, i.e., English,
Chichewa, mathematics, physical education, and creative arts, et cetera. It tests this
knowledge mainly through summative tests administered at the end of semester or year.
By contrast, the PCAR program proposes to use Continuous Assessment as the major tool
of assessment. Such assessment is also seen as a useful teaching tool in the classroom
(MOE, Journeys through PCAR 2).
From my observation of the teachers engaged in the learning process, I had the
impression that the teachers were highly motivated about the proposed curriculum and
assessment changes. This impression was even heightened by the fact that the teachers
sang a song, which they had composed in praise of the PCAR program. The level of
creativity and commitment that the facilitators and the learners had put into this activity
was absolutely stunning to me. However, during a focus group discussion that I
facilitated later, the views of participants somewhat contradicted this impression. When I
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asked them to explain their perceptions of the PCAR program, all of them praised the
program for all kinds of reasons, including the fact that the proposed curriculum includes
areas like Religious and Moral education, HIV and AIDS, gender and environmental
issues, which they felt were crucial for children’s spiritual and social development.
They also commended the program for making an attempt to get them sensitized on the
proposed curriculum before its implementation. They said this was a better strategy than
the one used lor the current curriculum whereby teachers were not involved in the
development of the curriculum nor were they oriented on how to interact with the new
curriculum materials. However, they were quick to present a critique of the PCAR
program itself as a teacher learning activity. The following is a remark made by one of
the participants to show his reservations about the present activity:
• Since you havefound us doing a PCAR seminar, 1 want to say that it is good that
we teachers are being involved in the PCAR process before the implementation of
the curriculum, which is good and it must continue. Also, we need to be
consideredfor certain benefits or incentives. This is important. For example,
when we read in our modules, we have noted that some ofthe consultation
workshops were held in Mangochi or Mount Soche andyet we are here not given
even Fanta [soda]. We actually have to bring a packed meal from home. This is
survival ofthe fittest. So I am appealing to the organizers ofthe workshops that
they should notjust call on us to do certain things when there are not incentives
to go with them. In other departments, our colleagues tend to get a lot ofhelp
from similar workshops. But we come here and get nothing and return home and
so on and soforth. Ofcourse, we will do it but this must be taken into
consideration in the future.
After this explication of sentiments by one participant, what resulted was an array of
other related reservations that teachers have about their professional development. This
flip side of the teacher-learning story culminated in a statement that emphasized the
teachers’ position on this subject. They said, as teachers, their motto is:
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• Nothing isfor us without us [a motto they had borrowed from MACOHA
people],
. Anything that concerns the promotion o/[primary] education in the
country should involve the teachers first. The other people should only he the
facilitators or advisers on how certain things ought to he done. But youfind that90% ofparticipants to those workshops are those in high positions
,
people who
do not play a major role in implementing the [new] ideas at the school or zone
level.
These assertions were critical, as far as I was concerned, for two reasons. First, they
clearly indicated that it is not enough to make conclusions on a single source of
information. For example, if I had walked back home after observing the teachers in the
learning situation, I would have gone with one side of the story-a story about highly
motivated teachers in Zone A. Clearly, I would have missed the flip-side of the story
where teachers felt left out in key decision-making forums concerning their professional
developments. I would have missed also the issue that they felt their efforts were not
being rewarded accordingly. Therefore, the focus group discussion with them
triangulated my observational findings in amazing ways. In addition, I learned from this
event that it is not always true that evidence, which is obtained through observation, is
stronger than the evidence given by word of mouth. In this scenario, what the teachers
did in the teacher-learning environment was not an entirely true reflection of what they
believed. This casts doubt on the popular opinion that ‘seeing is believing’.
Second, it dawned on me that teachers are willing to keep updated on issues that concern
their profession. However, their professional development is not well supported.
Therefore, to enhance teachers’ motivation to participate in professional development
activities there is need for a more coherent strategy for provision of incentives and other
forms of support. Such a strategy will act as a way of showing appreciation of teachers’
efforts and the opportunity costs they meet in order to attend teacher-learning activities.
For example, the soda that they mention in this case only costs K20.00 (20 U.S. cents).
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But they do not get even that. Yet the participants said they have to travel an average of 5
miles to get to the TDC and spend the whole day there at their expense, during seminars.
Teachers’ Knowledge Of Policies On Teacher Learning
Participants were asked to mention policies that they knew regarding their professional
development. None of the teachers interviewed in the four schools and two zones of
Chiradzulu district clearly mentioned the official policies regarding their professional
development. The policies they remembered concerned discipline, teacher preparedness,
and use of teaching and learning materials during instruction. These policies are different
from those that concern teachers’ professional development.
In addition, issues like teacher readiness or preparedness and the need to use teaching and
learning materials are not ‘hard' policies as such; but rather they are ‘soft’ policies-to use
the terminology of Bude and Greenland (1983). These authors use the term ‘hard policy’
to refer to universally expressed statements, which are written down. In my case,
however, I recast the definition of this term to mean Ministry-generated statements,
which are written down and approved by legislators. By contrast, Bude and Greenland
(1983) use the term ‘soft’ policies to refer to spontaneous reflections of individuals on
beliefs and values emphasized in the teaching profession, especially at Teacher Training
College or local levels (district, zone and the school).
The PIF document contains about seven hard policies on primary teacher education and
development. The one that addresses the issue of quality in primary education clearly
mentions “the improvement of the academic and professional qualifications of basic
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education teachers” through zonal meetings for staff [teachers] in a systematic and cost
effective manner, and that “school staff will receive at least three days of INSET per
year and that INSET activities will be developed at the zonal level” (MoEST, 2002, p
12). Notwithstanding this documentation, none of the 21 teachers interviewed in
Chiradzulu mentioned any of these policies.
I interpreted this situation to mean that, although teachers are involved in all kinds of
professional development, they often do not know exactly what policy underpins the
activities they are engaged in. This situation may partly arise from the lack of clear terms
of reference for teachers upon recruitment. But there could be other reasons to explain
this situation. Is ignorance of such policies a problem? I guess it is, for two reasons: 1) If
teachers do not know what is expected of them in terms of professional development they
will downplay the importance of the professional development activities. 2) If they do not
know what they are entitled to they will not be able to negotiate for appropriate
conditions for their professional growth.
Educational Quality: Its Definition And Connection To Teacher Learning
This theme underpins teachers’ and head teachers’ perceptions of what is meant by
quality education and how teacher learning relates to it. It is an important theme because
it addresses two questions: 1) Why is teacher learning important? 2) Why should teachers
bother to do it in the first place?
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Head teachers and teachers in all the four schools in the zones defined educational quality
as high levels of teaching through the use of effective teaching and learning materials,
use of well trained teachers, and creation of an environment that is conducive to teaching
and learning. In one school (A2), however, one teacher alluded to the fact that quality
may be defined in terms of input-output processes, with an emphasis on producing a
student who is self-reliant. He asserted,
• Quality education can also be looked atfront the intended outcome on the pupils
that after giving them the education, they should in the long run be self-reliant.
That trend to produce a child like that is what we call quality education (School
A2).
The findings show that teachers and heads are interested in defining quality in terms of
teaching and learning materials and the quality of children that come through their hands.
It is possible, however, that parents or guardians and the wider community might have
different perspectives on how quality should be measured-an issue that needs further
investigation.
The issue of determining the relevance of teacher learning to quality education was
raised, mainly in Zone A. The following were the perceptions of teachers and head
teachers on the matter:
• They [teacher learning and quality education] are related because once the
teacher has developed educationally, it means the quality ofeducation can also
improve (Teacher, School Al)
To illustrate what the last speaker had said, the next teacher made the following remark:
• Through teacher learning we come to know effective ways ofteaching mixed
ability classes so that every child benefitsfrom teaching (School A1J.
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In school A2, teachers had one major factor that they perceived as linking teacher
learning with quality education. They said that changes in the primary education system
require that teachers share knowledge and skills regularly and in so doing their teaching
will improve. Put verbatim, one teacher said:
• There are so many changes todayfor which we [teachers] need to come together
and discuss so that we may assist each other in order to achieve the quality of
education (School A2).
Conditions For Teacher-Learning At The School Level
The researcher wanted to know the conditions at the school level that supported or did
not support teacher learning. Particular attention was paid to both overt and covert
explanations that teachers gave to address the issue. Three out of the four schools in the
zone addressed the question. According to my understanding, the proximity of the school
to the TDC and the level of encouragement by the school administration for teachers to
participate in teacher learning activities were the two major conditions that helped to
create a conducive environment in School A1 . The following verbatim statements are
responsible for this interpretation:
• We have many advantages here because the TDC is at our school. The school
where 1 taught before was too far awayfrom the TDC, but this school is close to
the TDC and we benefit (School Al).
• You see the atmosphere at this place is conducive in the sense that we have access
to many books since we have a school library as well as the TDC [library] as
compared to other schools where we have been teaching. This place is giving us
that opportunity to have enough materialfor our lessons in orderfor us to
develop [professionally] . So in general we can say the place is conducive for
teacher development (School Al).
• Unlike in the school I taught before, this school encourages teachers to attend
workshops and teachers groups where teachers share ideas (School Al).
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The Role Of The Head Teacher In Teacher Learning
School A2 clearly emphasized the crucial role of the school administration, especially the
head teacher, in creating an environment that is conducive to teacher learning. The
following statements explain more on the matter:
• He [head teacher] helps us to focus on teaching by developing good lesson plans
,
schemes ofwork and to avoid absenteeism and late-coming to the workplace
(School A2).
The second comment emphasized the issues of punctuality, lesson planning, and
scheming, which almost every head teacher (I have spoken to) emphasizes as part of
his/her administrative duties. So I felt that this head teacher was not special in terms of
his role in promoting teacher learning at school level. This impression was, however,
challenged when the next speakers made the following remarks:
• The administration at this school is good in the sense that the head himself is a
kindperson and knowledgeable in the teaching profession. Hence, he is a big
helping hand to us ("School A2).
• The environment is conducive to learning mainly due to the supervision and
advice that we getfrom the head teacher (School A2).
This was an excellent reaffirmation of the professional qualities of the head teacher of
this school. These perceptions were particularly telling because they were being said in
the absence of the head teacher. Most head teachers are simply known for their
administrative roles, so a comment about a head teacher’s professional attribute in regard
to teacher learning support was as powerful as it was extraordinary. In fact, in the other
three schools, teachers did not attribute any specific strength to one person, let alone the
head teacher, as was the case in this school. I, therefore, interpreted this event to mean
that this school had an extraordinary head teacher.
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The role of teachers in their own learning
Apart from the roles played by head teachers in the schools under study, teachers
explained their roles in their own professional development. Teachers who had
participated in one teacher learning program or another at the TDC were the ones who
seemed to have taken a clearer role in facilitating conditions for teacher learning at the
school level. The following perceptions were particularly remarkable:
• After learning at the TDC we conducted an INSET here at school to teach others
how to develop teaching and learning aids using locally available materials
(School B2).
• I was one ofthe teachers who demonstrated a lesson to my colleagues. I was
teaching a topic in Chichewa [a language subject] in standard 1. After observing
my lesson, myfriends pointed out the strengths and weaknesses ofthe lesson and
it was helpful to me as well as my colleagues (School Bl).
I believed that teachers were reporting accurately because there were no contradictions
amongst them on such matters. I could even tell from their faces that they did not make
up anything to impress me [the researcher]. From this conversation, I noted that the role
of creating a conducive environment for teacher learning did not just rest in the hands of
administrators, but rather that heads together with teachers were making efforts to
spearhead teacher learning activities of some kind at the school level.
The discussion with the teachers and heads in the four schools also gave me the
impression that teachers have knowledge of how they (as individuals as well as a group)
can develop themselves professionally. They mentioned various strategies such as
academic upgrading through self-study, consulting with other teachers on professional
issues and sharing good practice through organized workshops at the school level.
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Teachers, however, pointed out weaknesses that exist in the cascade type of teacher
learning, such as the ones that begin at the TDC and are passed on to teachers at the
school level. The following account sheds some light on the strengths and weaknesses of
such cascade modes of teacher learning:
• What happens is that when a new program, such as the new curriculum arises the
PEA invites the head teacher to the TDC for training or orientation on the new
program. When he comes backfrom the TDC he convenes a meeting to share with
us what he learned at the TDC. The problem with this is that the matters are just
talked about without giving us the hands on experience on how to implement the
new changes in practice. For example, on matters offcurriculum, the briefing
session with the head teacher does not go asfar as demonstrating how we can
draw the schemes ofwork on the new syllabus. This becomes even more difficult
for our colleagues who underwent Teacher Training College many years ifnot
decades ago. It is not proper to assume that teachers can adopt any change
without training them just because they are teachers. We really need systematic
refresher courses, notjust briefings (School B2).
Clearly, teachers know what effective professional development is. That is why they are
able to identify problems with the modes of teacher learning currently in use. They,
therefore, feel that they would be well served if they were made the primary targets for
teacher learning programs such as orientation workshops on new programs that affect
primary teaching and learning.
Ownership Of Teacher-Learning Programs And TDC Structures
This theme cuts across several issues including teachers’ knowledge of the TDC, its
perceived importance and effectiveness, and the degree of teacher involvement in the
teacher learning programs. All these have implications for their ownership of teacher
learning programs. Here the issue of proximity to the TDC seems to be playing out in the
differences of opinion between schools. The contrast between the findings from school
B1 and school B2 were particularly striking. While perceptions of teachers in School B1
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reflected a more positive attitude towards the TDC, the perceptions of teachers in school
B2 were less positive. For example, when prompted to tell how they perceived the
importance of the TDC, teachers in school B1 mentioned practical ways in which they
used the TDC, and they personalized such activities like in the following statements:
• The importance [ofthe TDC] that I see is that we meet at the TDC and share
knowledge about our profession (School Bl).
• We also share methods ofteaching section by section ; teachers who are more
skilled in their sections take responsibility to share goodpractice with the rest
and we benefit a lot (School Bl)
• We borrow itemsfrom the TDC like the globe
,
maps and other teaching and
learning aids
,
which we do not have at this school (School Bl).
• We conduct income-generating activities at the TDC too and we use thefunds
collectedfor supporting various school clubs and those teachers who are
bereaved (School Bl)
I found the teachers’ reference to self in their description of activities at the TDC quite
striking. First, I interpreted this situation to mean that these teachers were explaining
things they actually did at the TDC. Second, this indicated to me that they identified
themselves with the TDC. Third, the situation made me believe that teachers were highly
involved in the activities at the TDC. Could the teachers’ proximity to the TDC be a
factor in all this? Most likely! However, there might be other factors that facilitate this
milieu. Findings from two schools in two different zones in Balaka show that a school's
proximity to the TDC is not everything. There are other issues that need to be taken into
account in creating a favorable learning milieu for teachers.
By contrast, teachers in School B2 spoke of the functions and importance of the TDC in
such a distant manner that it sounded theoretical. The language used to express the
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perceptions was revealing. For example, in defining the functions of the TDC a teacher in
school B2 had this to say:
• TDC is a place where teachers go to share their views concerning teaching in a
professional manner. It is a place where teachers go to borrow different books
too, such as curriculum books or even booksfor JC and MSCE.
From this explanation, it seems as if the teacher was simply talking from a theoretical
perspective, leaving the researcher unsure whether this is what he or the other teachers
actually did at the TDC. It had to take a series of follow up questions to find out if they
actually participated in learning activities at the TDC. This contrasted sharply with the
manner in which teachers in the TDC School (School Bl) expressed themselves.
Furthermore, instead of saying, “The TDC has a library where we go to borrow books to
study, et cetera”, teachers made statements that did not personalize such an activity like:
• There is a library where teachers go to borrow books to study ifat all they are
writing examinations like MSCE (School B2).
A similar pattern of expression was reflected in the statement of the next speaker. She
said:
• The TDC is a center where teachers meet and share ideas concerning their
profession (School B2).
The difference in the use of language between School Bl and School B2 made me
conclude that teachers in School Bl identified themselves more with the TDC than
teachers in School B2.
However, teachers reported that almost all the teachers in the schools visited had been to
the TDC for various reasons. The reasons ranged from collection of leave grants to
attendance of seminars on professional development. Nonetheless, the level of ownership
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with the TDC seemed to be greater for teachers in TDC schools (i.e., A1 and B1 schools,
which were closer to the TDC than Schools A2 and B2, which were farther away from
the TDC.
Other factors accounting for TDC ownership
Apart from the proximity factor, the study found two other factors that are responsible for
the differences in teachers’ perceptions of the importance of the TDC. These are: 1)
amount of sensitization given to teachers about the TDC, and 2) amount of autonomy
given to teachers to organize teacher-learning activities at the TDC. These two
perspectives were presently clearly by the National INSET Coordinator (NIC) in the
following statements:
• I also thought the other element is the amount ofautonomy given to teachers. If it
is one-man operation it becomes difficult. You have to give autonomy to teachers
to be able to initiate the activities. Let 's say ifyou had the subject panels,
teachers should take the lead to organize activitiesfor those teachers who are
interested in such activities. So ifyou have not given the teachers the autonomy,
there will be a problem no activities will be done there.
• The last thing that I thought were contributing to the differences is how well
teachers were sensitized because when you talk to some teachers they will tell you
that they have never been to the TDCs. So it means they were not told what their
role was in the TDCs, so it is the type ofsensitization that one did after the
training [that matters].
Of the four schools visited in Chiradzulu, only one school (School Bl) had a convincing
tale to tell about teachers’ involvement in initiating activities on their own at the TDC.
Teachers reported that they actually have had teacher learning activities to do with their
professional development. One teacher said:
• I have been a resource person; when we have made our teaching and learning
materials we are asked to show others at the TDC how we can use them in our
schools, as a demonstration lesson (School Bl).
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To me, this was a convincing example for two reasons: 1) The activity mentioned above
is focused on upgrading teachers’ professional skills; and, 2) the claim was made in the
presence of the other teachers. Had it been that it was a lie, we should have heard a verbal
or noted a non-verbal disagreement from the others.
One school (School Al) talked of teachers meeting at the TDC for study circles towards
improvement of their academic qualifications. School A2 only confessed that the
possibility of teachers initiating activities at the TDC was there, but they admitted that
they had not done that before. School B2 was silent on the subject. All in all, teachers
have knowledge about the importance of the TDC for professional growth, but not all
schools are utilizing the TDCs.
Systemic Issues Affecting The Teacher-Learning Milieu
This theme draws on issues that affect the primary teacher education system at the
national and local levels. Under this theme there are a wide variety of aspects, including
teacher remuneration, teacher housing, incentives, promotion, curriculum and training
issues. In one case (School Bl), teachers explained how the attrition of PEAs in the
system has affected their teacher-learning opportunities. A detailed discussion of PEA
attrition due to a new policy for promotion of school professionals to P8 grade is
discussed in fair detail in chapter VII. The following is a description of the systemic
issues in question:
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Remuneration
Three out of the four schools in this district pointed out bluntly that, much as they are
trying to upgrade themselves professionally, they were demoralized in many ways by the
their remuneration packages. There were three things that teachers take issue with
regarding remuneration. The first issue is that their remuneration package does not match
the escalating cost of living, which lends them vulnerable to debts and perennial
anxieties. The study found that such anxieties affected their professional development
negatively. For example, instead of settling down to study, they often engage in small-
scale businesses (kukazisaka , which means hunting for money) to make ends meet.
Second, teachers take issue with the fact that, for most part of the year, salaries do not get
paid on time, which again leads to the same problems discussed above. The third
problem, and perhaps the most serious according to my assessment, is their realization
that professional development does not necessarily lead to any substantial monetary
rewards. A teacher’s statement below illustrates the enormity of the problem:
• We, teachers, are being encouraged to upgrade ourselves academically to higher
education levels
,
but what I have noted is that there is no difference in terms of
remuneration between those teachers with a Junior Certificate (PT 3 grade) and
those teachers with the MSCE certificate (PT2 grade). So this discourages those
with lower grades to not want to upgrade themselves. Just yesterday, I went to the
Division Manager ’s office to ask that I be consideredfor upgrading from PT3 to
PT2. But I was dismayed when I was told that even ifI have just a JC. my salary
was not differentfrom the salary ofsomeone with an MSCE. So 1 wondered: what
is the point ofreadingfor a higher grade then? And even though I was assured
that an MSCE would help me in the future, I was not pleased about this. They
need to consider giving salaries according to qualifications.
Clearly the issue of remuneration and rewards was a big issue as a hindrance to
professional development of teachers, according to the two zones visited. The researcher
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was curious about the reasons why there is no differentiation in salary scales between the
PT2 and PTj grades, and why salaries were not paid in time. But due to the limited time
and resources available for the study, I could not venture into that investigation.
However, this is an interesting topic for further research.
Teacher housing
Teachers feel that the education system concentrates on improving school facilities at the
expense of teacher housing. Yet, so they argue, housing is crucial for teachers to perform
effectively. The following remark is one of the comments made by teachers in three of
the four focus group discussions.
• Ourfriendsfrom the European Union are constructing excellent classroom blocks
but they are not building teachers ’ houses. In many schools you find afew houses
and most ofthem would be leaking when it rains. How can one even dare to think
about professional growth when he or she does not even have basic facilities like
a house in which to study? (School Al).
Although this seems to be a critical issue, it is not clear whether the idea of being housed
in a government institution is a commonly shared opinion by the majority of teachers in
the zones, especially at this time when government has introduced housing allowances to
teachers. My guess is that there are some teachers who would rather get the housing
allowance and make their own housing arrangements. However, this argument does not
invalidate the point that housing is a factor that may facilitate a positive or negative
teacher-learning milieu.
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Promotion
The issue of promotion is one of those issues that are as critical to teachers as
remuneration. Most of the teachers in the district feel the promotional strategies used by
Ministry of Education are erratic and inconsistent. One of the many teachers who spoke
on the issue made the following remark:
• When they [MoEST] are promoting somebody, they must also scrutinize the
qualifications ofsomeone, because ifI am holding a Junior Certificate and I am
senior to a person who has a higher certificate say, MSCE lam surely going to
hate her. Whatever she can do, I will be thinking that the better-qualifiedperson
is undermining me and wants to take over my position. Yet the other person is
simply trying to advise me what we can do to make things better at the school
level. So TUM and MoEST should make sure that they consider qualifications
before making recommendations to someone for a promotion. For example, ifthe
one in charge has a degree in education chances are that he/she will notfind it
necessary to hate a subordinate who has an MSCE. No, because he is smart
upstairs, you see! [Zone A: TDC-FGD],
This teacher was basically saying promotion should be commensurate with educational
qualifications to avoid power tensions. However, other teachers in the same focus group
had the opposite view. They advocated for performance-based promotion, rather than
promotions based on academic qualifications. Two major reasons were given for this
view. They argued that: 1) There are teachers who have lower academic qualifications
but their performance is just as good as, or even better than, the highly qualified teachers;
and, 2) in recent years some people have been getting their certificates by dishonest
means. Therefore, giving promotions based on a certificate one has may be unfair. The
following statement says it all:
• There are some teachers, who are JC holders but can stand and teach even more
effectively than those MSCE holders. As you know, there has been a phenomenon
ofcheating, so it may be that some people got their MSCE through cheating in the
examinations. The nation is leaving out those who are intelligent enough to
promote the standards ofeducation in the countryjust because they have low
qualifications (Zone A: TDC-FGD).
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The observation that promotions that are based on performance are more credible and
fairer than those based on qualifications was quite appealing to almost everyone in the
focus group. The researcher, therefore, asked the teachers to suggest the criteria to be
used forjudging the performance for promotion. In response, teachers suggested that the
number of students a teacher gets selected to secondary school should be a determinant of
promotion. The following is a statement that alluded to that idea:
• In recent interviews meantfor the promotion ofteachers, many teachers have
failed. Yet many ofthose who havefailed were handling standard 8 and had many
students, say 15 pupils, selected to secondary schools. While some ofthose who
have passed may be lazy and are not working as hard as the others. But they have
been accorded a higher grade/qualificationjustfor answering interview questions
(Zone A TDC-FGD).
Getting pupils selected to secondary school is one of the key factors commonly used to
determine how effective a school is, in Malawi. However, to use this factor for
determining who gets a promotion and who does not may have a couple of problems. The
first one is that such a criterion will cater only for those teachers, who handle primary
school exit classes, i.e., standard 8. Now what happens to the rest of the teachers who
teach standards 1 to 7? Second, getting children selected to secondary school is not a
thing that is done unilaterally. On the contrary, it is a complex process in which all the
players in the school take part. For a child to be selected to secondary school, all the
teachers take part in teaching that child from the day she/he enters the school premises to
the time she/he exits into secondary school. So, contrary to the common belief among
Malawians that certain teachers are more effective than others because they get children
into secondary school, I would argue that this factor is a whole school achievement and
not an individual achievement. So, if performance is going to be the way forward for
promoting teachers, better criteria ought to be developed and used.
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Curriculum Changes And Problems Of The Cascade Mode Of
Teacher Training/Learning
The study shows that generally teachers appreciate the efforts being made to keep them
abreast of innovations and programs that affect primary school education. They, however,
are not amused with the mode of transmission of such information. For instance, they do
not appreciate the fact that top officials are the ones who get the lion’s share of the
training on such programs and initiatives. Most of the teachers feel relegated to the
bottom of the information ladder and yet they see themselves as “the dynamos of
development,” to use a metaphor expressed by one teacher in Zone A: TDC-FGD. A
more detailed illustration of the problem is reflected in the following sentiments
expressed by different teachers who participated in different focus group discussions:
• In our district we often hear ofcourses meantfor the professional development of
teachers, but instead of inviting classroom teachers to these meetings they invite
officials at the district level. When they come from such workshops they briefus
on the innovations or programs in question. However, we do not get muchfrom
such briefings because it is second hand or even third hand information. They are
really down pressing us (SchoolA2).
• Usually when the curriculum is changed sometimes it is only highly qualified
people who sit in conferences to discuss the issues and it ends there before
percolating down to the primary schools. When teachers begin to implement such
a curriculum they face a lot ofdifficulty. To worsen the situation, there is usually
no follow up on how teachers are interacting with the curriculum and the
difficulties they are facing. As a result, the standards ofeducation are going down
because the teachers are not conversant with the curriculum (Zone A: TDC-
FGD).
The truth of the matter is that these are not uncommon practices. Teachers are aware of
them as much as officials at various levels primary education system. When one asks
why the situation is as it is, many officials are quick to point at the problem of resources.
In Malawi, resources for education are few, which is the reason why teacher-learning
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programs cannot target all the teachers at once. This is the reason why the cascade modes
of teacher learning are used a lot. Therefore, the big question is: does Malawi have a
better option for teacher learning than the present modes of in-service training? Or, put
differently, how can the present modes of teacher learning be strengthened to address the
problems identified by participants in this study?
Incentives
The study findings seem to indicate that the issue of cascade modes of teacher learning is
connected with the issue of incentives. Teachers pointed out that they were disappointed
that government did not give them enough incentives and rewards to motivate them to
participate in teacher learning programs. One of the several statements to that effect states
that:
• Top officials attend most ofthe workshops that concern primary school teachers.
And they get allowances there. When they call us to the TDC to discuss the issues
raised in such meetings, they want us to convene without any rewards. We
convenefrom morning to evening without eating anything because we have no
money. Yet somebody went to attend a meeting on the same issue and came away
with rewards. Ofcourse we accept what we are taught but we still get
disappointed that our participation is not being recognized (School A2).
There are so many teachers who expressed this sentiment that I came out of the field
believing that teacher learning will not be effective unless the issue of incentives is
addressed in one way or another. This is one of the major issues that policy makers need
to work on as a way forward for improved teacher-learning milieu in primary schools.
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Suggestions For Improving The Teacher Learning Milieu
The researcher wanted to find out from the teachers what should be done to address the
problems they had raised in the foregoing discussion. This question was relevant in the
sense that it reflects the position of Loucks-Horsely (1995) that there is need to respect
and utilize what teachers know. In fact, this approach sits well with principles of action
research in education, whereby teachers are encouraged to:
Create and apply their own knowledge rather than merely implement results
derived from academic research studies. In the process, teachers grow
professionally and personally, developing skills which empower them to solve
problems and improve educational practices” (Selener, 1997, p. 96).
Mode of INSETS
Teachers suggested INSETS should not use a cascade mode of delivery. Rather, they
should target teachers more directly. They think this will improve teacher learning in
many. The following are some of the suggestions:
• When there is a change requiring implementation at school level government
should try to sensitize all ofus. Sensitizing the head only is not enough. We all
have to know the change; whether it concerns a change ofsyllabuses we all have
to know that; ifthere is a seminar we must all go there. Otherwise the current
situation is one-sided (School B2).
• Next time they try to change the syllabus they have to use the real implementers of
that material, because they take only graduates to revise the material but you see
graduatesjust assume that the child will understand these concepts because they
are more learned than the recipient. So when doing this they should be taking at
least 75% ofteachers, while the graduates shouldjust be there to support the
process rather than dominate the curriculum review process (Zone A TDC-FGD).
• Recently there was a workshop at the TDC to sensitize teachers on Life Skills
Education. Only the head and the std. 4 teacher were invited to the meeting. Yet
that teacher may not be allocated to the same class next year. A different person
may be allocated that class. How is the new teacher going to handle the subject?
Although the head teacher tries to briefus on the issues discussed at the meeting,
understanding ofthe issues is not always the same. The information usually
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changes. So my point is that it would be better ifall the teachers were invited to
such orientation meetings (School B2).
The participants presented these suggestions with passion because they believed that the
present mode of INSET delivery was not working. However, these suggestions have
implications on planning. For example, what kind of strategies can be used to target
teachers directly? What are the benefits? What are the costs? A study to address these
questions might be helpful to enable policy makers to make appropriate decisions.
Specialization Of Subjects/Teaching Areas
In two out of the four schools visited in Chiradzulu district, teachers raised the issue of
teaching loads in primary schools. Teachers felt that they were overloaded. They
attributed the problem to a lack of specialization in the teaching subjects. They therefore
suggested that government should introduce specialization in teaching subjects so that
teachers would be developed only in those specific subjects they were good at. The
following are some of the statements made by some of the proponents of this view:
• A teacher is not good in all the subjects. Had it been that the teacher is developed
on the things s/he is able to do perfectly, I think in that way the education quality
could improve. 1feel that somehow we areforced to do things that we or I cannot
do. In that way the delivery ofservices on that subject is a problem (School A2).
This is a good suggestion. I believe too that subject specialization can improve teacher
effectiveness. However, I think the reason why primary school teachers do not specialize
is because of understaffing. This is a recurrent problem in primary schools. So unless the
problem of understaffing is addressed, it would be inconceivable to talk of subject
specialization for teachers.
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Teacher Upgrading And TDC Resources
The findings ot the study indicate that head teachers and teachers see the TDC as a
powerful facility for teacher learning. However, they believe that the TDC is not well
supplied with resources needed for teacher learning. Recorded below is one of the several
comments to that end:
• Although the TDC is useful, there are many teachers whose qualifications are
very low. These teachers would like to improve their qualifications. However,
these teachers meet a lot ofchallenges as they attempt to learn more while doing
theirjob ofteaching. This is due to the fact that the TDC library does not have
sufficient and appropriate materialsfor one to upgradefrom JC to MSCE. I am
therefore asking that the TDC be supplied with more academic booksfor
teachers ’ academic upgrading (School Al).
This statement shows that teachers are more concerned about books that will help them
upgrade themselves academically. A head teacher from another school in another zone
suggested a more proactive role on the part of government in organizing and delivering
such upgrading courses. He said that:
• It would be more helpful to the teachers ifgovernment could organize upgrading
coursesfor them during the vacations, because although teachers read, they still
need someone to give them guidance. You see, some ofus graduatedfrom
secondary school a long time ago and things have changed a lot in the teaching
and examination syllabuses (School B1 ).
In Zone A TDC-FGD teachers had the same concern, but suggested a different approach
to the issue of teacher upgrading. They suggested that the Teachers Union of Malawi
(TUM) should be more involved in issues of upgrading for teachers than any other
stakeholder. They suggested that the current support program whereby teachers from all
over the country travel to Lilongwe (the capital city) to attend TUM’s upgrading courses
should be changed. Instead, TUM should make use of the TDCs in their area to conduct
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these courses. One teacher presented this suggestion, rather eloquently, in the following
statement:
• Sometimes we hear that TUM (Teachers Union ofMalawi) is holding residential
courses in Lilongwe. But you see, Lilongwe is so far awayfrom here. Besides,
those who want to do those things have other responsibilities. So ifthey are to be
in Lilongwe throughout that vacation and be expected to prepare schemes ofwork
and lesson plansfor the next term, that is not realistic. But ifthe upgrading
courses were to be done right here at the TDC, it would be helpful in the sense
that teachers would be able to participate in the residential courses while at the
same time they are getting ready to teach in their respective schools.
• This can happen wherever there is TDC, so that teachers do not have to go very
far awayfrom their workstations. Consider someone who has to travelfrom
Chikwawa to Lilongwe: the time to spend and the cost oftransport is just
enormous, especially considering the salaries that we (teachers) receive. As you
know, one has tofind the moneyfor transport, money to payfor the course as
fees, etc. So it makes some teachers give up because the place is toofar away. But
ifthose courses were to be conducted at the TDC-as you know the purpose of this
TDC is to develop the knowledge and skills ofteachers- this would be another
way to help teachers upgrade their qualifications (Zone A-TDC FGD).
In this statement the teacher proposes a strategy whereby teacher-upgrading courses are
brought to the teachers, rather than teachers going for the courses. Three major reasons
are given for this: 1) to allow teachers to prepare for forthcoming classes while attending
the courses at the TDC, 2) to make it more affordable for all teachers as they will not
have to travel long distances to the training venue, 3) to allow teachers to be available for
other responsibilities at the school or zone level. To me, this suggestion is plausible and
its justification is appealing. But the important question is: Does TUM have adequate
resources to implement such a mode of teacher development? The subject needs further
inquiry.
In addition, teachers suggested that government should supply more materials for
teaching and learning other than the local materials that teachers make and deposit at the
TDC. Thy felt that TDCs were mostly supplied with improvised teaching and learning
materials at the expense ofmodem resources.
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Need For More PEAs
The study found that many teachers were concerned with the absence of adequate PEAs
to help them professionally. The absence of PEAs was causing many teachers to
procrastinate in their work ethic. They therefore suggested that government should supply
the zones with adequate PEAs. The following observation suggests that more PEAs are
needed for improved professional development of teachers:
• I think that we do not have enough PEAs in this country. As a result many schools
are not visitedfor supervision and advisory support ofteachers. This causes many
ofus to take it easy. So more PEAs need to be deployed in the zones to keep
teachers on track. Another thing, connected to this problem, is the lack of
permanent PEAs in the zone. In this zone, for example, the one who has been
visiting us occasionally is a PEA for another zone, ever since we lost our own
PEA (School Bl).
Participants in one school in the zone (School B2) also indicated that PEAs’ frequent
visits to their school would solve some of the teacher learning problems being faced. For
example, one teacher observed that, if PEAs visited schools more, they would identity
skilled teachers who would be helpful in delivering INSETS at the school level. He said:
• I think if it is a problem to get all teachers together in one place like the TDCfor
professional development then it would be better ifthe PEA visited us often
enough to identify skilled teachers who may be used to facilitate professional
development activities at the school levels (School B2).
Clearly, the participant in School B2 views a PEA’s visits to schools, as one of the
strategies for identifying skilled teachers, who would be given the role of facilitating
teacher-learning processes at the school level. In retrospect, I wish I had explored this
point further to find out if this skill identification has to be done by the PEA only. I feel
that even head teachers can do that at the school level.
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Closing The Chiradzulu Story
The findings indicate that heads and teachers targeted in this study are aware of
professional development: what it means, how important it is, and what conditions can
help to make it more effective. What I found particularly striking is the quality of
suggestions they made to improve their learning milieu. This finding strengthens my faith
in the statement made by Craig et al (1998), who assert that,
When teachers are actively involved and empowered in the reform of their own
school, curriculum, pedagogy, and classrooms, even those with minimum levels
of formal education and training are capable of dramatically changing their
behavior, the classroom environment, and improving the achievement of their
students (p. xi).
Yet, the findings above show that teachers are not consulted enough about their
professional development. The findings indicate that their input into teacher learning
programs is minimal, which makes their motto “Nothing is for us without us” a genuine
criticism of the teacher learning system.
The next section discusses perspectives of head teachers and teachers on teacher-learning
processes in Balaka district.
Balaka District: Head Teachers’ And Teachers’ Stories
The researcher used the same research strategies used in Chiradzulu. These were: focus
group discussions (FGDs), individual interviews, observation by means of photographs
and jottings, and the case study method. Similar themes, as in Chiradzulu, were
generated, as follows:
• Teachers’ knowledge of the concept of teacher learning
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• Who needs to benefit from teacher learning?
• Knowledge of teacher-learning programs available in the area
• Teachers’ knowledge of policies on teacher learning
• Educational quality, its definition and connection to teacher learning
• The role of heads and teachers in teacher learning programs
• Ownership of teacher learning programs and TDC structures
• Systemic issues affecting teacher learning milieu
• Suggestions for improving the teacher learning milieu
On some themes, perceptions of heads and teachers in the two districts were almost
identical, while on others perceptions were remarkably different. Participants in Balaka,
for example, shared more or less the same views on the following topics: 1) differences
between teacher learning and teacher training, 2) who should benefit from teacher
learning, 3) the role of teachers and heads in the professional development of teachers,
and other topics. For that reason, this section does not report on all the themes listed
above because there is not much gain in doing so. Instead, it reports on those themes
where the findings were substantially different from those in Chiradzulu.
Knowledge Of Teacher-Learning Programs Available In The Area
The researcher asked teachers to mention teacher-learning programs in their area. Unlike
in Chiradzulu, the QUEST program was mentioned in all the four schools. Only two
schools (A2 and B2) mentioned the MSSSP. Where it was mentioned, MSSSP was only
associated with school management and community links. Teachers did not explain more
about MSSSP. By contrast, teachers were able to explain the programs that QUEST was
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implementing in their zone in fair detail, which was indicative of its ‘popularity’ in the
district.
Educational Quality: Its Definition And Connection To Teacher Learning
The question regarding connection between teacher learning and quality education raised
responses that were not expressed in Chiradzulu. I asked participants to explain what they
thought was the connection between teacher learning and the quality of education. In
school Bl, the first respondent (who happened to be the head teacher) said, rather bluntly,
that she did not see any connection between the teacher learning and quality education.
Thinking that she had misunderstood the question, I asked her to explicate what she
meant by that. The following is what she said:
• These days we are saying that teacher learning is bringing about quality
education but this is not quality education that we expected children to enjoy. I
am saying this because at the center ofthe talk ofquality education there are lots
ziyangoyango [-meaning, literally ‘entanglements'] that stifle the quality. Quality
education ndi zongokamba [meaning, ‘quality education is just a cliche']; but
inside the so-called quality education, there is not much to count on (School Bl).
The researcher asked her to explain further on the entanglements that stifle quality
education. She pointed out that there were too many programs that targeted teachers in
order to make them effective. In the process, these programs were overburdening the
teachers and confusing them. She added that, as a result, children’s’ learning was being
affected. The following was what she said to expound on the subject:
• The things that are stifling quality education are like this: the same teacher is
expected to do Continuous assessment at the same time he or she must do
Integrated Curriculum and many other programs. Now instead ofteaching the
child in a systematic way as expected, it is impossible because while one program
is in progress another one is being introduced to the same teachers. So in that
respect, (zangokhala ziyangoyango basi) [meaning I see all these initiatives as
entanglements](School Bl).
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All the teachers in the focus group nodded as she spoke and even laughed as she bluntly
mentioned this problem. This event gave me the impression that she was not the only one
out; other teachers too shared the same perspective. It was not too long before another
teacher extended the observation in this way:
• That is why we keep saying that when people want to change things they must
consult those ofus who work in the classroom. The problem is that those people
just come and see things on the surface and leave. Kungoona tnopyapyaza
ndikumapita- [meaning they just come and see things on the surface and leave].
But it is us whoface the reality. For example, this school is at the center [of the
zone]; as such we areflooded with such initiatives that we often get confused.
When we complain that we do not understand them, they think we are being
rebellious, so we just do whatever we can do (School Bl).
This response added another critique of the teacher learning programs that are being
implemented at this school. Clearly, the teacher is concerned about too many initiatives
that affect teaching and learning at this school. The teachers pointed out the fact that
these problems arose because teachers were not consulted when new initiatives were
being introduced in schools or primary school in general. Another teacher in the group
had this to add:
• The thing is, theyjust bring in a thingfor us to start working on it. With no
evaluation they bring another thing. So we get misled, which is which? What is to
follow? It would be better to take one thing and reach afinal stage and evaluate it
and then start another one (School Bl ).
This remark shed light on another aspect of the problem, which is the fact that those
initiating the programs do not evaluate the programs before introducing more programs.
Another teacher who handles a class in which Continuous Assessment is being
implemented had this to say about the new initiatives:
• Before I embarked on Continuous Assessment I had a good number ofchildren.
When I started doing it, 1 found that many children dropped out ofschool because
they were afraid ofthe rigorous assessment, which happens everyday. So
although school is free some pupils are afraid that iftheyfail in the daily
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assessment their friends will mock them
,
50 they drop out. So this is one oftheissues that are lowering the quality ofeducation (School Bl).
The study findings clearly show that teachers at this school have many reservations about
the programs that have been introduced in their school for teacher effectiveness and
school improvement.
The other three schools in the Balaka, however, explained the connection between
teacher learning and quality education. They stated that there was a good connection
between teacher learning and quality education in the following ways:
• As things change and teachers keep updated on knowledge and skill, teaching
and learning gets better, which improves the quality ofeducation (School A2).
• As we go things tend to changefrom time to time. As a result ifwe remain behind,
our children will also remain behind; and that is not quality education (School
Al).
• You cannot talk of quality education ifwe have teachers who are not well trained.
First of all we have to have teachers who are well equipped with knowledge and
skills, and then we can talk ofquality education (School B2).
Teachers and heads see teacher learning as key for dealing with change in curriculum and
teaching methods.
Conditions For Teacher Learning At The School Level
Role of the Head Teacher
The findings showed that one important factor that facilitated teacher learning at the
school level was the role of the head teacher. For example, in all the schools, the head
teacher was reported to be responsible for the following tasks:
• Helping teachers in developing ‘detailed schemes of work’, lesson plans and other
records of work
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• Helping teachers to foster cooperation between the school and the community,
teachers and pupils
• Supervising teachers
Apart from these, the data show that teachers engage in other activities that help them to
create favorable conditions for professional growth at the school level. The following
were cited as some of the things they do:
• Teachers consult one another on professional matters, such as discussing difficult
concepts in certain subjects and schemes of work
• Teachers participate in examination committees which help those teachers who
have problems in developing good test items
In one school, (School Bl), teachers reported that they had developed an action plan in
order to help each other develop professionally. One participant presented the following
report on that aspect:
• We have now a plan ofaction, which we have organized to help each other
professionally on some ofthe professional issues. Anyway, we have been silent for
so long to help each other professionally and officially but we have organized that
may be as we go along we have to be helping each other. We developed this
action plan by sitting down together and sharing ideas on what we wanted to
improve on (School Bl).
The data show that this is the only school among the four in the study that had a
systematic plan of action for professional development of teachers. This plan was also
made available to me. In the other three schools, teachers did not make any reference to
an action plan nor was one shown to me. Teachers however, cited a few weaknesses in
the conditions at the school level. Some of these are discussed below.
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Lack Of Adequate Supervision
Head teachers did not supervise teachers often enough because they also taught classes
due to understaffing. The following statement illustrates the problem:
• In those years the head teacher was going around and supervising teachers. The
head teacher could go into classroom supervising teacher, butjust because a lot
[of teachers] have gone out as I have already said
,
the head teacher also has his
own class. This makes it difficultfor him to supervise teachers during classes. So I
can say that we have not grown up because the head teacher now cannot go into
classes. So ifthe replacement is there may be the head teacher can have ample
timefor him to go into the classrooms to assist teachers (School A2).
Lack Of Housing
Some teachers felt that lack of housing facility at the school was contributing to their
failure to grow professionally. They argued that with lack of housing at the school many
teachers couldn’t spend time with other teachers outside school time to discuss
professional matters because they live far away.
Ownership Of Teacher-Learning Programs And TDC Structures
The researcher investigated the issue of ownership of teacher-learning programs and
structures implicitly. The following questions were asked on the theme of ownership:
How important is the TDC to you? In what ways have the teacher learning helped you to
improve your professional practice? What are the strengths and weaknesses of the TDC?
Responses to the question of importance of TDC were similar in many respects to the
responses obtained in Chiradzulu. Teachers cited the useful role of the TDC as a meeting
place for teachers to share good practice. They also mentioned the helpful role of the
TDC library. The TDC was also considered important because it was a place where
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teachers from various schools deposited teaching and learning materials that they made
from local materials.
The most important difference was that Schools A1 and B1 did not consider the TDC to
be a structure that belonged to them. In both cases, this perception surprised the
researcher. I had assumed that schools at which TDCs were built had a higher sense of
ownership of the TDC than schools located away from the TDC. This assumption was
based on the surmise that TDC schools benefited the most, professionally, from the TDC
by virtue of their proximity to the TDCs. However, the reasons given below help to shed
light on this anomaly. In the case of School Bl, the head teacher made the following
remark, which was indicative of the absence of a sense of ownership of the TDC. She
said:
• When 1 heard that the TDC was going to be built here I was excited. Upon
hearing that it is a center for developing teachers 1 thought we would be having
INSETSfrequently to improve our professional standards. But until now I have
not observed any specific activityfor teacher development except those activities
done by QUEST. But I have not seen any government-initiatedprofessional
development activity here. For example, we asked government to provide us with
an INSET on some subjects that teachers have difficulty in scheming. But up to
now, nothing has materialized (School Bl).
This finding gave me the impression that the TDC was not active. The Assistant Center
Coordinator for the TDC later admitted to the same observation. When I asked him
whether the TDC was providing appropriate conditions for teachers to grow
professionally, he responded:
• Honestly speaking the conditions are not there... it seems that as a TDC we do
not have those conditions at the moment but we have been willing. As I have said
there have been certain professional INSETS especially with the coming ofSave
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the Children [Federation], I think they have helped us to do better in some areas
concet ning the class work. I think they have been coming now and then.
Regarding ownership of the TDC, teachers in School B1 felt that the TDC was a
government structure and was meant to serve the functions of government. The following
opinion illustrates the point:
• When the TDC was being established here we were happy; we thought that
teachers would be participating in the activities ofthe TDC. But as it is now
,
we
can safely say that the TDC is under the control ofgovernment. Surely we are not
part andparcel ofthe TDC as the name ofthe building implies (School Bl)
In School A1 teachers made the following statements regarding their relationship to the
TDC:
• Ifeel the TDC isjust too busy with outside affairs, because me as a teacher I am
not directly involved there unless there is a meeting. It is always busy with other
people conducting meetings and it even affects us because ifthe TDC isfull some
ofthe participants are given a class over here to conduct their meeting. As a
result we are asked to combine two classes into one, giving the other room to
other people seeing the TDC isfull ofmeetings. So I think it is helpful. But to
some extent it is disturbing the teaching process, especially here... because we
are so close. (School Al).
The above statement presents a number of issues regarding conditions created by the
TDC in Zone A. Central to the concern is the view that the TDC does not cater for the
professional needs of teachers whom the TDC is supposed to serve as a priority. Instead,
the TDC is a beehive of income generating activities. A secondary concern is that these
income-generating activities are affecting teaching and learning processes at the school.
These concerns were quite alarming to me, considering the fact that the principal function
of the TDCs was to cater for teachers’ professional growth.
What I found particularly telling about this claim was that all the teachers in the focus
group supported the speaker on the motion. They even added other concerns such as the
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lack of accountability on the money that the TDC was generating and also expressed
opposition to monetary contributions that teachers in the zone were asked to make. The
following are some of the remarks that another teacher made to that end:
• We are making some money through that TDC. There are some churches that
meet in that churchfor prayers and they pay; although I do not know where the
money goes [Laughs and makes the rest of the team giggle]. It is making money
and we are even required to pay a little money every month. Every day meetings
are held there, so 1 can say that the TDC is important to me.
This statement was expressed with such sarcasm that it was clear the participant was
being critical of the way the TDC was being managed. Lack of accountability for the
income generated at the TDC and the issue of teacher contribution were the bone of
contention.
When I asked why the TDC was so busy with income generating activities, the head
teacher explained that the TDC Management Committee needed money to run the TDC.
Funds were needed to pay electricity and water bills, and pay the watchman (custodian). I
also asked why teachers were asked to make a cash-contribution towards the running of
TDC. The head teacher said that it was for the sake of teacher ownership of the TDC. The
deputy head teacher made the following verbatim remarks to illustrate the rationale for
the monthly cash contribution of K20.00 (US 20 cents):
• The K20. 00 started when the TDC did not have any money and it had some
credits to be paid like water and electricity bills and it wasjust a child and it had
nowhere to suck. That is why the Committee decided that each teacher from the
zone should contribute K20.00 a term and for your information not all teachers
paid that. Up to this time not all the teachers are paying the money (School A1
deputy head teacher).
• This contribution is not being reinforced these days. Most ofthe teachers are not
paying it. And for those who are paying it, they are doing so willingly and these
teachers who paying it are paying it as owners or well wishers ofthe TDC, not
because they are being forced but they are well wishers ofthe TDC, because this
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K20.°° was based on the (concept of) ownership ofthe TDC-I am the owner of
the TDC so I have to do something to make it go up (School A1 -deputy head
teacher).
The latter reason was, however, revoked by teachers. They felt that teachers did not pay
the contribution out of a sense of ownership. Rather, they paid because they were afraid
of being sidelined by the PEA on important matters pertaining to their job. The following
rebuttal highlights this opinion:
• Ifeel that those who are paying the K20. 00s are not the owners ofthe TDC
because ifyou are a well-wisher you can pay as much as you want. You can pay
K10, you can pay K100. And to tell you the truth those who are not paying the
K20s have been given red stars- [other members laugh] just because they are not
paying the money, they are in the black book. Those who are paying are the ones
who are close to the PEA. Maybe they want something to fall down for they say
Konza kapansi kuti kam ’mwamba katsike [a proverb that implies that most
teachers are making the contribution, mainly, to gain favors from the PEA], So
they are not the well-wishers; but they are those who are afraid ofthe PEA,
because ifthey were well wishers they could be paying KlOOs, K5s and their
names are written there that they are paying K20s. So they are not happy with
those K20s.
At the end of the discussion, the whole group agreed that the issues raised were
hampering teachers’ utilization of the TDC. These issues also affected their sense of
ownership of the TDC, rather negatively. Even the deputy head teacher, who was
defending the management of the TDC at the beginning, finally admitted that these
problems were real and needed to be addressed. She said:
• To be precise, the money that the TDC is making isjust too much and it is ever
busy as that lady is saying and indeed we do not make use of it, especially we
teachers. Atfirst we took it as ours and that we were going to benefitfrom it but
in this case it is ever busy, ever full and whenever we want to conduct meetings it
means that those who were booked over there (TDC) will have to come over here
(the school). In this case we do not see any advantagefor being close to the TDC.
But the NGOs seem to have more advantage like the Save the Children
(Federation), [Other teachers chip in ...the Health people, Agriculture] and the
like, they have more advantage than us. The only thing that we benefitfrom it is
just because we are proud it is near us; it is part and parcel ofour environment.
[We all laugh at that]
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The findings on this theme of TDC ownership are extraordinary. One would have
expected that schools nearest to the TDC enjoy a higher sense of ownership than schools
in the outlying areas. But the findings in Balaka show a completely opposite picture. This
is a classical example of how a researcher’s view can be challenged by the insider’s view
in qualitative research. The high level of discussion witnessed in School A1 on this theme
also sheds some light on how dialogue can be a liberating factor, to use the terms of
Paulo Freire (2002). In the said dialogue, participants identified their problems and later
on suggested solutions to their problems. These suggestions are presented below, under
the theme of: Suggestions for improving teacher learning milieu’.
Teachers’ Perceptions of QUEST Programs.
The researcher asked participants to explain their impressions on the teacher learning
programs operating in their zones and schools. The key question was: how helpful are the
programs for their professional development?
Teachers in all the four schools in Balaka focused their comments on the QUEST
initiatives. They presented weaknesses and strengths of the initiatives as follows:
Strengths of QUEST programs
In three out of four schools, participants thought QUEST programs such as Continuous
Assessment was a good strategy for assessing pupils. However, they were quick to add
that it was too involving, or that it does not work with large classes. The following
statement is one example:
• Continuous assessment is a good method ofassessing pupils. That is the good
effect of it. But the disadvantage is that some ofthe classes are large classes, so if
we use this method the teacher has more work to do so sometimes youfind that
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fail t0 aSSiSt aU the PuPih very well. Youfail because oflarge classes (School
• I think they [QUEST methods] are helpful but somehow involving. For example
from standards 1-4 they write these color things (what do you call them 7) the
rainbow colors. With these the teacher is able to assess his pupils on a continuous
basis. Atfirst, it was on a monthly or term basis but not continuously on a daily
basis. But they are involving because it seems to be a duplication ofactivities. 'For
example ifyou take Continuous Assessment, it seems to be a copyright ofwhat
has been schemed in the schemes ofwork. So we transfer the same items to
Continuous Assessment, which means we duplicate the items (School A2).
One thing that did not come out clearly from the teachers' responses was the extent to
which these strategies were ‘good' or ‘helpful’. The data show that teachers used the
words ‘good’ and ‘helpful’ without qualifying them and rushed onto the weaknesses of
the programs. In retrospect, the researcher should have asked for elaboration of those
words. This, however, did not happen because the researcher was carried away
by the teachers’ flipside of the story, which came as a surprise to the researcher.
Weaknesses of QUEST programs
Continuous assessment
Teachers in three schools out of four claimed that Continuous Assessment was lowering
standards of education rather than improving them. The findings show that teachers resort
to cheating, i.e., they do not follow the procedures for assessing pupils report accurately
because the process is too demanding, especially when implemented with large classes.
The following is one of the statements made to that end:
• I am one ofthose teachers; we have so many things to do. We have an exercise
book, in which we write tasksfor continuous assessment. It is too involving. Even
during the holidays we are unable to complete what we are supposed to prepare
for the next term. As a result, most ofthe teachersjust tick. But that is not a true
reflection ofthe students ’ performance as such. Theyjust tick so that when those
concerned come they should see that the work is being done yet we are just
cheating as a result the learning ofchildren is going down. It is too much (School
Al).
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• For one teacher to assess eighty children in three subjects it is difficult. It is
impossible! That is why they are using their own common sense; they just sit at
home and say this is John let me give him blue or yellow or purple. So even for
the children there is no competition there in the class unlike in standard five to
seven where children are fightingfor positions numbers one two three. But there
you see that the children arejust relaxing knowing that they will only be given
colors. And even me I do not know what these colors really means although I was
briefed on these (School B2)
Teachers also claim that Continuous Assessment is lowering standards because it reduces
the motivation of pupils to work hard, since their performance is not reported in form of
grades or positions on tests. The traditional ways of assessing pupils is to give a pupil a
grade and a position on the tests they write. The following statements reflect this
motivation factor:
• I think Continuous Assessment is not a good way ofassessing pupils. We do not
give children positions on tests; we just say he or she has passed. But schooling is
like a competition, so ifyou do not give positions to pupils, it means there is no
point in encouraging them to work hard. Children too do not see any need to work
hard because they know that, after all, everybody shall pass. (School B2).
School B 1 , on the other hand, argued that QUEST generally is lowering standards of
education because of the speed with which the innovations are implemented in the zone.
They observed that:
• When SA VE people [meaning Save the Children Federation or QUEST] bring a
program like Continuous Assessment, they bring in another one called the
Reading Campaign before the first one was monitored and evaluated. Then they
bring in another one known as Integrated Curriculum almost at the same time. So
this is really confusing us (School Bl).
Another participant made a comment like this when the group discussed the link between
teacher learning and quality of education earlier in the chapter.
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Reading Campaign
Teachers in some schools also felt that the Reading Campaign was not a genuine way of
teaching reading to pupils because it emphasizes memorization of words. Most pupils do
not understand what they read. Below is a statement to that end:
• When we are assessing the people they say that you cannot take him or her to the
next color unless he/she answers the questions. So there is what they call
remediation so you have to repeat asking the same question until he gets it right
and then you mark it and then he goes to another color. And that is not helpful
because he is answering because you have been asking him the same question for
a long time so he memorizes the question (the answer?). So I don 7 think that is
helpful to the pupil [The rest of the group nods in agreement] (School Al)
This finding was particularly telling because one of the teachers who are trained to use
such methods in class made it. School Al and School B1 also observed that the use of
parents in the Reading Campaign is not realistic because some parents do not understand
why they have to be involved in teachers’ work, nor do they have time for it.
• The other problem is that they say that this reading campaign should be done
together with parents. Parents should come to prepare materials. It is a problem
especially here in town; most ofthem are working people; they have no time to
come here. As such
,
the program is not working andfor your information at this
school it has not yet started. We have been calling parents every week but nothing
good has been yielded; and it also brings a badpicture to the parents. They say
teachers are troublesome; instead ofmaking the materials themselves they are
forcing us to make materialsfor the children. This has never happened before. So
it is giving us a negative attitudefrom the community (School Al).
• Some parents react badly when asked to come to school to prepare QUEST
materials; they think we are wasting their time (School Bl).
It must be pointed out here that parents are required to participate in the production of
teaching and learning materials in the Reading Campaign. In addition, parents are
expected to help the children read at home. Concerning the latter point. School A2 also
felt that the strategy only works with literate parents.
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Integrated Curriculum
Some teachers feel that the Integrated Curriculum program is not good value for money.
They argue that the current curriculum is already integrated, and so there is no need to
introduce another program that does the same thing. The following is one of the
statements made in that respect:
• Another point is the integration program. I feel these books are already
integrated. There is singing there is playing games, and they say we should
introduce integration andyet the books are already integrated and worse still
they are taking teachers to gofor training during school time. As such at the
school we have a shortage ofteachers at the school and this gives us a headache.
When the PEAs or inspectors come to visit theyfind that one teacher is handling
three classes are being because other teachers have gone to Mpaweni [one of the
popular conference centers in the district] for training. And this is really
disturbing (School Al).
The above statement raises two major issues regarding the introduction of the Integrated
Curriculum program. The issues are: 1) the view that the initiative duplicates the effort of
integration, 2) that the innovation exacerbates teacher shortages when teachers are called
away to workshops.
Suggestions For Improving The Teacher-Learning Milieu
Participants made a number of important suggestions to improve their learning milieu.
The case for involving the grassroots people in finding solutions to their problems has
been made earlier on in the chapter. Principles of grassroots involvement by Loucks-
Horsely (1995), Selener, (1997) and Freire (2002) have been cited as some of the
references for the approach. The following is a summary of what teachers and head
teachers in the four schools suggested as ways of improving their learning milieu:
127
• Teachers need to be adequately trained before introduction of innovations in
schools (School Al, School Bl)
• The problem of understaffing of teachers needs to be addressed so that head
teachers would be able to supervise and advise teachers on professional matters
(School A2)
• Practices at the TDC need to be reviewed in order to allow teachers to utilize it
more for professional development activities (School Al, School Bl)
• TDC management needs to show more accountability to teachers by releasing a
monthly financial reports on income generating activities (School Al)
• Managers of teacher-learning programs need to ensure that the innovations they
introduce do not duplicate programs that are already there in the field (School Al,
School Bl)
• When Ministry is implementing changes that affect teachers they must always put
teachers in the forefront (School Al, School Bl, School Bl)
• Ministry needs to assess the plans of development partners before allowing them
to implement the innovations on schools (School Al)
• Ministry should avoid implementing simultaneous innovations because such a
strategy is lowering standards of education (School Al, School Bl)
• Ministry needs to ensure that teacher-learning programs are evaluated before new
ones are introduced (SchoolAl, School Bl).
• Teachers Union of Malawi (TUM) should change the venue for upgrading courses
of teachers, from Lilongwe to TDCs (School A2)
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Closing The Balaka Story
The study in Balaka has noted that teachers in Balaka, first and foremost, have lots of
stories to tell about their experiences with the various programs whose goals are to
develop them professionally. They appreciate some of the teacher-learning conditions
created by the programs. But, at the same time, they have many reservations about other
conditions. Most of their criticisms regarding QUEST programs, for example, have more
to do with implementation strategies than the program content. The problem of
understaffing in schools and inadequate coordination on the part of education planners
seem to be two major factors affecting the implementation strategies in question.
However, the suggestions that teachers and heads have made may help to strengthen the
teacher-learning milieu in a many ways.
The researcher found it particularly striking that some of the suggestions made by
teachers in Balaka were almost identical to the ones made by teachers in Chiradzulu.
Specific cases here are the suggestions that: 1) TUM should use TDCs for upgrading
courses, 2) Teachers should be in the forefront of any innovation that affects them, and 3)
Ministry must address the problem of understaffmg in schools in order to make the
teacher learning milieu more conducive to professional development of teachers.
The next chapter (Chapter VI) presents the second set of findings of the study. It focuses
on two case studies. The first case is that of MSSSP teacher practice in Chiradzulu
district, while the second case is that of QUEST teacher practice in Balaka district. These
case studies are based on classroom observations and interviews.
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CHAPTER VI
CASE STUDIES OF TEACHER PRACTICE
This chapter discusses findings from two case studies concerning classroom situations
that I observed in Chiradzulu and Balaka. The main objective of the case studies was to
examine the extent to which: 1) the MSSSP initiative was playing out in the classroom
situation in Chiradzulu, and 2) the way QUEST was affecting teacher practice in Balaka
district. The findings of the two case studies are meant to shed light on how teacher
learning, which underpins these two programs, is impacting classroom practice.
Sampling Of Participants
Two teachers were selected by purposeful sampling method. The researcher asked the
‘gatekeeper’ of School A1 in Chiradzulu to select a teacher who had undergone MSSSP
training so the researcher would observe his/her class. The same arrangement was made
in School A1 in Balaka, but here the researcher was interested in a teacher who had gone
through QUEST program. Schools A1 in Chiradzulu and A1 in Balaka were chosen
because they had the following characteristics:
• Each school was easy to access because it was by the roadside of the Ml road
linking Blantyre and Lilongwe.
• Each school was built close to the TDC, so it was assumed that the presence of
the TDC would positively affect teaching practice
• The researcher had visited the schools more often than Schools A2, B1 and B2 in
the course of his research so much so that he had established a fairly reliable
relationship with both the gatekeepers and the teachers.
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Specific Research Methods Used
I did not make prior arrangements with the gatekeepers or the teachers selected for
observation. What I found teachers doing was what I observed. For the Chiradzulu
lesson, I used a simple observation protocol to evaluate class management, methods of
delivery, and competence in subject matter. This was possible because I had some prior
knowledge of some of the knowledge and skills that MSSSP promotes. By contrast, I did
not have any observation protocol for the lesson observation in Balaka because I did not
have much knowledge about the philosophy of QUEST. Essentially, I went there to learn
about how QUEST innovations were playing out in the classroom. In other words, I was
‘an outsider' to the QUEST strategies and processes.
The Chiradzulu Lesson Observation
My observation protocol focused on the following factors. These are some of the ideas
that the MSSSP promotes in the area of good teaching practice:
• Clear aims and objectives
• Evidence ofjoint planning with colleagues
• A range of strategies and methods suitable for the topic
• Effective methods of working with small and large groups
• Consolidation of new learning
• Recognition and attention to pupil needs
• A contribution made by support teachers and others
• Cooperation and collaboration with pupils
• Motivation and commitment
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Description Of The Case
The teacher is teaching an English lesson in standard 4. The topic of the lesson is the
Valley of Chitenga. It is a comprehension passage requiring skills of reading and
answering questions. The following is a description of what I observed on various aspects
of the lesson.
Class Management
About 70 pupils are seated in gender specific clusters of five to six. They are sitting on
the floor of a classroom, which has one unfinished wall. There is one book per cluster of
pupils. The class is generally quiet at the beginning of the lesson. But halfway through
the lesson, the pupils become noisy and some are quite unruly. While one pupil is
reading, a score of pupils is neither reading nor showing much concern about what is
happening in the classroom. This makes me wonder whether it is because of the shortage
of books. Surprisingly, the teacher ignores them and concentrates on what he is doing. He
is listening to the one pupil who is reading while looking at the passage in his book.
Lesson Delivery
The teacher reads out an introduction to the passage to the class. When he offers the
pupils an opportunity to read, almost all the pupils raise their hands to read. This makes
me believe that all the children love to read. However, after the passage is read, only two
to three pupils are able to give answers to low level questions like: Which are the two
villages that grazed cattle in Chitenga village? Again, this makes me wonder what the
problem is here. Could the problem be the shortage of books? How about those pupils
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who have books in their hands but are unable to give the answers? In fact, what is
happening is that, instead of giving the names of the villages in question, pupils end up
reading the whole sentence in which the villages have been mentioned. I figure out, the
pupils have problems isolating the answers from the text.
The teacher then announces that it is time for spelling. Most of the pupils panic and call
for their exercise books, which the teacher had collected earlier, I suppose. This brings
about a lot of talking and movement in the classroom as pupils try and get their exercise
books from the teacher. Before all the pupils get their exercise books, the teacher begins
the spelling test. He asks pupils to write down five words, which he spells out, one after
another. He then starts marking the pupils’ work. There is a bit of pandemonium as pupils
move and shove forward to have their work marked.
Half way through the marking, the bell rings to signal the end of the period. The work of
half the children has not been marked. I figure out that the teacher will collect the
unfinished exercise books, but he does not. Instead, he quickly makes corrections of the
spelling tests and dismisses the children. There is a clear disappointment on the faces of
some of the children whose work has not been marked. All this leaves me suspecting that
the teacher lacks motivation. I remain with a number of questions requiring answers.
Here are some of them: How can a well-trained teacher correct pupils’ work before
finishing marking? What happens to those pupils whose work is not marked? Is this the
best class management the teacher could do? How much value has the MSSSP added to
the teacher’s practice?
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Interview With The Teacher
Later on I had an interview with the teacher. I asked him a few questions including the
following: 1) When did you undergo MSSSP? 2) How did you utilize the knowledge and
skills you obtained under MSSSP? 3) What are things that you liked about your lesson
today? 4) What are the things that you did not like?
Here was his answer to the first question:
• / was in the first cohort ofthe MSSSP and I qualified in the year 2000. Ifound the
program very profitable indeed because we were taught some skills, which are
helpful in our class management as well as lesson presentation and the like
because we are able to note ourfailures, pupils 'failure and how classes can be
managed. So MSSSP was really a goodprogram.
I found this answer to be impressive, but the skills that he mentioned did not match with
what I had just observed in his class.
His answer to the second question was that he used the skills of group work and pupil
participation during lessons, which he had learned in MSSSP. However, I did not see
much of these in the lesson that I had observed earlier. This made me wonder whether the
teachers actually put into practice the knowledge and skills they learn in in-service
programs.
The teacher made the following statement in response to the third question regarding the
third question. He said,
• The things that I liked were several, but I willjust mention afew. The first is that
the pupils were able to understand what 1 vt’as teaching them and were able to
answer some questions; and there was a goodparticipation ofall pupils in the
lesson. But the bad side of it was that the textbooks were not enough so that
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several pupils had to share one textbook, which was not good enough. That was
the major problem that I noted in the lesson.
However, I had not seen much of ‘good participation’ or pupils being ‘able to
understand’. I also thought he did not genuinely reflect on his practice. Otherwise, he
would have noted that there were many problems in the lesson. Later in a focus group
discussion with five other teachers, the teacher commented that the conditions in the
schools did not allow ordinary teachers, who had undergone MSSSP, to put into practice
what they had learned in the program. He was responding to the question of what
conditions facilitated teacher learning at school or zone level. He said.
MSSSP was mainly dealing with administration and now it means someone has to
be given ...not a school as such
,
but at least a section or something else;
something like that to practice whatever was learnt. We don ’t have that
opportunity. } es, we have the certificates but we do not have an opportunity to
practice what we learned in that program. We are just keeping the knowledge in
the head, but we do not have a chance to practice the skills we obtained. I do not
know how Government can help us in that respect. In addition, MSSSP promised
us two increments but we have not received those increments.
These comments gave me thoughts about possible reasons why the teacher’s lesson did
not reflect the values of MSSSP. First, the teacher perceives the skills he learned under
MSSSP to be for managing a section or a school. Second, the unfulfilled promise about
the increments could also be a factor contributing to his lack of motivation. Third, large
class size may also be an important contextual variable here. These factors have
implications for policy and practice.
The Balaka Lesson Observation
Description Of The Case
I observed a class in standard 2B at School Al. The teacher has taught for twenty years,
handling standards 1,2,3 4, 5 in all subjects and 6,7 and 8 in Needlecraft. The teacher is
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teach,ng a Chichewa lesson to 72 pupils. The topic of the lesson is Kmverenga (Reading)
from a passage entitled, Usodzi wa nsonibci (Fishing).
Teacher Preparedness
The lesson plan is available and detailed, describing specific objectives to be met.
The teacher appears to be well organized. She has two unique record books that one does
not find in an ordinary classroom. These are a Continuous Assessment Register and a
Progress Book for Continuous Assessment. The names of students are gender
disaggregated. Color codes are used to indicate different levels at which pupils are
placed. The colors range from red to purple. Red is the lowest level of pupil achievement
and orange is higher, followed by yellow and then green and then blue and then purple.
Class Management
While the teacher is getting organized, the pupils wait patiently. Pupils are seated on the
floor in straight lines. Boys and girls are mixed, although there is no definite pattern.
When some children start misbehaving, she disciplines them calmly.
Lesson Delivery
She writes the passage on Usodzi wa nsomba on the chalkboard. Then she uses flash
cards to determine how much vocabulary the pupils know. She distributes questions to
both girls and boys almost equally. She uses the old method of teaching known as ‘audio-
lingual’, whereby the teacher reads a phrase and the students repeat after her. Then she
switches on to another method whereby pupils read the passage on their own. She does so
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by asking each line of students to read the passage on their own. The problems that I see
is that some pupils go ahead while others remain behind.
She then focuses on one section of the class and guides them to read. This brings about
another problem: class management difficulties. The section that is not involved takes
time to do their own thing. She then asks pupils to get into groups and turn to page 47.
She asks some pupils to take a lead in reading the passage, and asks the rest to follow the
leaders. After that, she calls upon the pupils to point at the words and sentences on the
chalkboard as she reads from her book at random. A few get them right while the others
do not. Finally, she asks all pupils to read the passage on the board together to
consolidate the lesson. She then collects the textbooks.
Overall, I considered this to be an interesting lesson. I noted that pupils were fairly
motivated throughout the lesson. And so was the teacher. After this, I had an interview
with the teacher to evaluate her lesson.
Interview With the Teacher
Some of the questions that guided the interview were as follows: 1) Where did you learn
all these strategies? Did you learn them in Teacher Training College or elsewhere? 2)
How effective are the methods that you have learnt from the QUEST program?
The teacher said that the methods she used in the classroom were a combination of
methods that she had learned in Teacher Training College and those that she learned from
QUEST. Regarding importance of the methods, she mentioned that the Reading
Campaign was helpful in that pupils were able to read. However, she doubted if the
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initiatives are going to continue at the school. The following are some of the statements
she made to that end:
• Some ofthese [methods] are important because we use locally available
materials, which we create for pupils to read or we give them to children to take
home. Right now we have a Reading Campaign; parents come and make the
resources together with us, which we give to children to read at home and when
they come to school we check ifthey have mastered the resource on a daily basis.
But I think this [Reading Campaign] will not continue because it has got its
disadvantages. For the children it is helpful, because they are able to read. But
for teachers, like me, we are under pressure. There is Reading Campaign and
then there is Continuous Assessment. Both ofthese require the attention ofone
teacher.
Each class has more than 60 children. So for you to deal with each one ofthe
pupils on your own, it is not easy. We have to mount the Reading Campaign in
two subjects, and then Continuous Assessment in three subjects. Then there are
other subjects. On each day one has 6 periods, so it is difficult. So I think it will
not continue.
The other thing is: those who teach us the Save [QUEST] people they take one
week to learn these things
,
but when they come to us they teach us in two days.
The one-week training is compressed to tw>o days when they target us. We learn
under pressure. So I think this will not continue unless they change so that we are
also taught in one week so that the stuffsinks in our heads. Wee cannot learn one-
week stuffin two days and we learn untilfour orfive. So I don 7 think this will
work out at all.
The comments above highlight a number of critical issues that program organizers and
Ministry of Education officials need to know. While teachers appreciate the effectiveness
of innovations such as the Reading Campaign, they are skeptical about their
sustainability. They mention two critical issues here: 1) the view that the innovation does
not suit the large teacher pupils ratios that exist in schools, 2) the view that in-service
training period is not enough.
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Overall Lesson Learned
The teacher I saw in the class was a highly motivated teacher. But what I heard her say
during the interview was remarkably inconsistent with her practice. This is another good
example of how participants’ practice does not always match with their perceptions.
Closing The Chiradzulu And Balaka Cases
The aim of the two case studies presented in this chapter was to “illuminate the general
by looking at the particular” (Denscombe, 1998, p. 30). In each case, the focus was on
one instance of teacher practice, based on the understanding that there may be insights to
be gained from looking at the individual cases. And, it may be fair to say that, some of
the insights highlighted by the two cases, would not have come to light by use of other
strategies that cover a larger number of instances. Another advantage of this strategy is
that it based the investigation on real settings, as opposed to settings that are artificially
generated for research purposes. The Chiradzulu case, on the one hand, is a good
example of how teachers may have beliefs and values regarding good practice but cannot
put them into practice because of unfavorable conditions such as large class sizes,
reduced morale and misconceptions concerning the purposes of teacher-learning
programs. The Balaka case, on the other hand, illustrates a situation in which teachers try
out espoused theories, but find it too hard to sustain the good practice, in the face of
unfavorable conditions.
The next chapter (Chapter VII) presents the last set of findings of this study. It focuses on
policy perspectives of education officials at Ministry head quarters, Department of
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Teacher Education and Development (DTED), Malawi Institute of Education (MIE) and
district levels.
CHAPTER VII
EDUCATION OFFICIALS’ PERSPECTIVES ON TEACHER-LEARNING
POLICIES AND PRACTICES
This chapter discusses perspectives of education officials on certain policies that have
been discussed in this study. Central to the discussion is a policy on promotion of
Primary Education Advisers (PEAs) and policies on professional development of
teachers. The chapter collates perceptions of six education officials from Ministry of
Education headquarters (one top official in Basic Education), Department of Teacher
Education and Development (INSET official and officer responsible for training) and
District Assembly office (District Education Manager). The section also presents the
perceptions of one PEA who has changed his role to become a teacher by virtue of
winning a P8 grade in the Civil Service. These participants were purposefully selected to
shed light on the policies in question because of their high positions in the Civil Service,
i.e., Ministry of Education’s Basic Education system.
Semi-structured interview protocols were used to collect data from the participants.
Individual interviews were used with each one of the 6 officials in question.
Teacher-Learning Policies
The Policy and Investment Framework for 2000-2015 (2002) spells out current policies
and strategies for achieving access, equity, quality, relevance and management of primary
teacher education. A key policy for enhancing the quality of basic education is “the
improvement of the academic and professional qualifications of basic education teachers”
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(PIF, 2002, p. 12). Strategies for achieving this objective state, “Zonal meetings for
school staff will be scheduled and programmed in a systematic and cost effective
manner (PIF, 2002, p. 12). This strategy intends to create an environment where teachers
can meet at the local levels to share knowledge and skills on good practice of teaching.
However, it is silent on who will schedule the so-called systematic and cost effective
zonal meetings.
Another strategy objective holds that, “the school support system will be further
developed and enhanced” (PIF, 2002, p. 12). Just like the above policy objective, it is not
clear who will be responsible for the school support, nor does it make clear what is meant
by school support. A third strategy states that, “school staff will receive at least 3 days of
INSET per year. INSET activities will be developed at the zonal level” (PIF, 2002, p.12).
This is a policy strategy that the researcher was particularly curious about to see the
extent to which teachers know it and how it was playing out in the teacher-learning
milieu. As the findings have shown, none of the 51 participants (head teachers and
teachers) was able to cite this policy, even in its general sense.
Promotion Of PEAs To P8 Positions
The data collected in this study shows that in recent years Ministry of Education has
introduced a policy that large primary schools should be headed by teachers who are on
Civil Service position number 8 (P8). Ministry of Education put up an advertisement in
the papers in the year asking teachers who had the following qualifications to apply:
MIE/BU Certificate and MSSSP Certificate. A good number of education professionals
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who hold these qualifications happen to be Primary Education Advisers. So what is
happening at the moment is that both PEAs and teachers who have these qualifications
are applying for this position because it is the highest post in the primary education
teaching service. When PEAs succeed in the interviews for the post, they have to
relinquish their supervisory and advisory duties and take up primary school headship
positions. This study has found that the new policy innovation has caused enormous
repercussions on the teacher-learning milieu. Before the discussion of the findings on the
repercussions caused by this policy, there is need to highlight the roles of the PEA so as
to appreciate the cost and benefits of the new policy change.
PEAs’ Roles In Primary Teacher Learning
PEAs are education officials who were once known as District Inspectors of Schools
(DISs). Their core function then was to inspect schools. Most of this inspection was a
faultfinding mission. Since mid 1990s their roles have changed from faultfinding
inspection to advisory and supervisory functions. The revised roles, according to (TDU &
MIE, 1996), include the following:
• Supervising and advising heads and teachers within their zones
• Visiting schools regularly to guide, advise, and mediate and to support the
teachers in a spirit of encouragement.
• Supporting decisions taken by school heads on curriculum, management and
development issues.
• Advising school staff on teaching and dissemination information on good
practice, both from within the zone and from outside it
• Assisting school heads with the interpretation and implementation of government
policies.
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The PEAs also play the role of the Center Coordinator (CCO), while one teacher from the
school at which a TDC is established is appointed as the Assistant Center Coordinator
(ACCO). The terms of reference for a Center Coordinator include the following:
• Organizing and coordinating activities at the TDC
• Establishing and coordinating the activities of a TDC Management Committee.
• Managing various resources and facilities of the TDC
Essentially, PEAs are supposed to carry out the above roles in their assigned zones. As
many PEAs are leaving their posts to take up P8 positions and head primary schools, the
teacher-learning milieu is being depleted of the much-needed supervisory and advisory
roles.
Policy Assessment Model Used
The model by Brinkerhoff and Crosby (2002) on assessing characteristics of policy
reform was used to assess this policy. The model suggests the following questions for
investigating policy issues:
1 ) What does the policy do?
2) What is the desired impact of the policy reform; what is it expected to
accomplish or facilitate?
3) Where did the impetus for the policy come from?
4) Who decided to pursue this policy, how, why? Was the policy decision simply
the adoption of donor recommendations or conditionality based on economic
rationality criteria? Was it part of a bargaining process, and if so, who were
the negotiators, and what were their positions?
5) What is the nature of the policy benefits?
6) What is the nature of the costs of the policy reform and who bears them?
7) What is the degree and complexity of the changes brought about by the new
policy? (Brinkerhoff& Crosby, 2002, p. 157-158).
This study has partly obtained findings for questions 1, 2, 3, 5 and 7 on the P8 policy
reform, but has not obtained answers to the rest of the questions, due to its limited focus.
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Impact Of P8 Policy On Teacher-Learning Milieu
The statements below show the degree to which the absence of a PEA is affecting
teacher-learning processes in the sample schools and zones. It also shows how the P8
policy has affected the teacher-learning milieu in some schools and zones.
We used to have science groups, English groups so that those teachers who were
interested in those fields were able to come together, discuss issues and find
solutions on how to solve the problems. For example, they would sit together,
solve some problems andfindpossible answers and they would also share ideas
on how to teachfor example, English so that the subject could be tackled well in
the various schools represented But with the absence ofthe PEA who is now
head teacher we cannot do this any more (School A1 : Chiradzulu).
• Since we lost our PEA we don t meet often in the TDC. In those days when he was
here we were called time and again so we could gather and could evenform some
groups. The PEA acts as an adviser so in his absence we are lacking him much
because sometimes he acts as a reminder to us so we are lacking him very much.
There is a difference indeed (School B2: Balaka).
• There are some problems in our schools, even in our school. The PEA was
assisting us but now because there is no PEA we have to waitfor another PEA,
from another zone, to come and assist us, and so this is paining us a lot (School
B1 : Chiradzulu).
Although the policy is in effect, the current Primary Investment Framework (PIF, 2002)
does not mention such a policy strategy on teacher development for basic education. The
findings below indicate that some education officials at both the national and district
levels do not understand the policy. In fact, some believe that there was an error in the
conceptualization and implementation of this policy strategy. They cite lack of
consultation on the part of policy makers, as a major problem underlying the problem.
For example, when I asked the INSET officer (DTED) as to whether TDCs were being
effectively utilized for teacher learning, she pointed out that the P8 policy affected the
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utilization of the TDCs in a negative way. She stated that the policy had caused a ‘man-
made attrition in the advisory and supervisory services at the zone level. Consequently,
the DTED has been forced to continue recruiting new PEAs who are inexperienced and
untrained for their job. She expressed the problem in this way:
• We have some PEAs who are not trained right now. Well, that is a Government
problem, I would not call it our [DTED] problem because up until early this year,
we have trained all the PEAs who were in post. But then there was a promotional
exercise. People with a higher grade were posted to headprimary schools and
some ofthose PEAs have taken up those posts [INSET officer].
To show that this was a crucial issue for her and the DTED that she represented, she
mentioned the issue again when she was asked to make the last comment on any subject
regarding teacher learning that was important to her. She said:
• lam concerned with this manmade attrition ofPEAs to higher posts. Ifeel we
should have been consulted. You know sometimes you tend to applyfor a postjust
because you have stayed at the same gradefor too long. But that has really
proved to be a blow on our part. Ifeel that the Ministry should not have changed
the policy because there are alternative ways ofdoing this.
From this event, I figured out that there was a lot frustration on the part of DTED,
especially because of the top-down way by which this policy was passed. It was clear to
me that; there was not enough consultation with stakeholders on the way to implement
these promotions with regard to PEAs. I also interpreted this event to mean that there is
not a shared understanding (between policy makers and practitioners) of the importance
of the PEA in facilitating effective teacher-learning programs. While the DTED
practitioners believe that continuity (with the trained PEAs) was crucial for effective
teacher learning to happen, policy makers seem to think otherwise.
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Scenarios Created By The P8 Policy
The data show that this new development has produced three challenging scenarios. The
first is that, by taking up P8 positions, PEAs are creating attrition in the system, since
each PEA was purposely trained to handle one zone. The second scenario is that, by
allowing the PEA who has been equipped with all sorts of advisory and supervisory
knowledge and skills to take up a less demanding post of a primary school head teacher,
there is a problem of underutilization of resources. That is to say, the professional
influence of a PEA who has been turned into a head teacher is limited to one school only,
while in the past he/she worked with 10-15 schools. The third scenario this development
has created is that of lopsided power relations within the teacher-learning milieu. Most of
the participants interviewed wonder how those PEAs, who are not yet promoted to P8
positions, are going to supervise and advise a head teacher at P8 position.
The top official at the Central Ministry had a different opinion on the matter. While he
agreed that the policy had created attrition of PEAs in the teacher-learning milieu, he
believed that the situation was temporary because more PEAs would be recruited to take
up those positions. However, recruiting of new PEAs does not address the problem of
loss of skill and experience that the PEAs who have become head teachers have created.
Furthermore, recruitment of new PEAs raises the question of cost. The INSET official at
DTED observes that it is uneconomical to keep training new PEAs. She states:
• We have no choice but we have to keep retraining the PEAs, which is not
economical as such.
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Regarding the concern that the skills of PEAs who have become head teachers will be
underutilized, the top official at the Ministry headquarters had a different opinion. He felt
that there was not any underutilization of resources because while the outgoing PEA is
heading a school he/she can assist teachers in both his/her school and the zone. He
expressed this in the following lines:
• We are saying that this PEA has lots ofskill and expertise in terms ofevaluating
whatever ideas we have. Ifhe is heading a school, maybe in afew years that
school could be a model schoolfor other schools in that particular area. That
also creates an opportunityfor the other head teachers to be consulting him/her.
Other heads can come and ask: how are you managing this and how are you
managing that? And whoever is now running the TDC should not lose sight ofthe
skdls that the head teacher, who was once a PEA, has. So in terms ofloss of
skills, we still have those skills. But then it is how we put it across to the rest of
the teachers in the zone and the incoming PEA so that they do notforget this
colleague oftheirs. They should say this gentleman [or lady] has a lot ofskills and
knowledge, which can be utilized. So let us utilize his [her] expertise. That is the
point, which we have to hammer home.
These ideas sound good; but since this is just a new development, it is perhaps best to
wait and see how things will work out in the long run. Presently, PEAs who have taken
up these positions feel they are being underutilized since they took up those P8 positions.
For example, the P8 head teacher that I interviewed in Chiradzulu made the following
remarks to that end:
• What 1 have seen, Mr. Kadyoma is that there is a misuse ofhuman resources
because the skills, which I learned as an advisor, don 7 match with what is
happening at this school. This school isjust like a drop ofwater in an ocean. It ’s
a small environment. Now, with the skills I have, ifI tell them what they should be
doing they may think that lam simply mocking them [P8 head teacher].
Against the third scenario above, Ministry of Education is said to be holding the position
that one does not have to have a higher position or grade in order to take up the role of
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PEA. So Ministry officials dispute the view that this policy will create problems on
matters of who should report to whom. As the DTED INSET officer asserts,
• Their argument is that ifyou have an auditor to audit your office, they would even
audit a person as high ranking as the Minister. An auditor would even audit the
highest boss even ifthe auditor were a mere clerk in the office. They also talk of
the Traffic police officers; most ofthem arejunior officers but because they have
authority they can stop and search anyone. So, to them, the issue ofpower tension
does not arise.
The DEM that I interviewed also presented the same example when I asked him how the
Ministry was viewing this controversial subject. Tie said,
• I don 7 know how it was made and who made it but a decision was made that
those head teachers heading very large schools or that, P8 teachers should head
large schools. So what happened is that theyjust looked at that situation without
necessarily looking at the people who are supervising them. It’s a problem; we
have talked about it several times in certain meetings, but the response that we
received from our top boss is that an auditor does not have to be a very senior
person. That ’s what we have been told, because they say PEAs are just like
auditors, and go into schools tofind out what teachers are doing.
The auditor/traffic officer analogy sounds sensible only to the extent that what auditors
do in offices, and what traffic officers do on the road, is equivalent to what PEAs do in
schools. \ et we know that there is not a one-to-one relationship between what auditors or
traftic police officers, and PEAs do. Auditors work more like inspectors. They bring a
faultfinding attitude to their work. So do the traffic police officers. But the roles of PEAs
as described above are different. PEAs go to schools to supervise and advise and not to
find faults, which makes this analogy somewhat wanting. It is, therefore, not accurate to
assume that a PEA with a junior grade will have enough intestinal fortitude to approach
his/her senior officer to advise or supervise him or her. Also, there is no telling as to what
the supervisee will feel being supervised and advised by a less experienced and less
qualified adviser/supervisor.
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From this story, I concluded that perhaps this confusion has arisen from the fact that
Ministry officials still have the mindset of viewing a PEA as an inspector of schools
according to the old tradition. This shows a gulf between espoused theories about PEAs’s
roles and theories in action.
Attitudes Of Peas Towards The P8 Promotional Policy
I asked the P8 head teacher why he took up the position of school headship when he was
trained as PEA. The following account presents his motivation as well as his feelings
about the policy. It also mentions some of the policy’s implications on the teacher-
learning milieu. He said:
• I changed my duty roster (I call that my duty roster) due to monetary [problems].
There came up an advertisement in 2000. They wanted P8 head teachers who had
the following qualifications: MIE/BU, MSSS; and all ofthese I had them. Now.
although I was a PEA, the monies I was getting compared to this post ofP8
teacher, was somehow high. So I had to applyfor this one and I was taken (P8
Head teacher).
Sticking out clearly from this statement is the fact that, the PEA was motivated by higher
pay to change his role. However, the Ministry’s position is that these former PEAs will
facilitate a dramatic change of practice at school level and render the school a model for
good practice in the zone. The top official interviewed said that
• Ifyou [the P8 head teacher] are running a school andyour school happens to do
so well you will see that so many schools in your area will be looking at your
school as a model school. So in addition to the TDC, where you are just talking
and talking, your colleagues will be seeing practical things at the school level.
Contrary to this opinion, the P8 head teacher, as we have seen earlier, thought it was
difficult to exercise one’s full skills and knowledge on a school one is heading because
teachers may feel he is bossing them. In a way he is afraid of breaking the ethos of the
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school. He would rather maintain a spirit of collegiality, rather than act as a reformist. We
may not know what other PEAs who are now P8 heads feel about this situation until we
talk to them. But one could safely conjecture that this is not an isolated case, given what
we know about organizational culture. For example, Morgan (1997) argues that.
You will gradually discover how life within a given culture flows smoothly only
in so far as one’s behavior conforms to unwritten codes. Disrupt these norms and
the ordered reality of life inevitably breaks down (p. 139).
All in all, the PEA seemed frustrated to be heading a small school. His tone suggests he
would rather be working at the District Education Manager’s office as a Coordinating
PEA for the district, so that he continues to play his supervisory and advisory roles to
many schools. The evidence for this conclusion may be found in this statement:
• There was a problem here in Chiradzulu, because in other districts like Mulanje,
one ofourfriends unden\>ent the very interview and he was successful but his
DEM said he should not go into the field. He is making use ofhim right there in
the office. He is working as a Coordinating PEA... But in Chiradzulu all of us,
there arefour ofus who passed the interview, are head teachers.
At the end of the day, the question that remains critical is this: Was this policy change a
necessity for the teacher-learning milieu? The answer may be ‘yes’ and ‘no’ at the same
time. Yes, because the policy is meant for everyone who is eligible for the grade and not
just PEAs only. Also, the need for PEAs to have a career path and be given promotion
that is consistent with their performance is a good idea. However, one does not have to
take a less challenging role like heading a school in order to benefit from a promotion. In
fact, some education officials feel that there should have been another way of awarding
these promotions without necessarily relieving PEAs of their advisory and supervisory
roles at the zone level.
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Consultation Issues Regarding the Policy
In the final analysis, one concludes that the biggest problem underpinning this policy
change is the failure by stakeholders to consult. The policy was passed in a top-down
fashion, which is ironical for a decentralized education system in which the catchwords
are
1
consultation,’ ‘collaboration’, and ‘partnership’, et cetera. The following statements
prove that lack of consultation was the biggest weakness underlying the policy change:
• I know that the people who sponsored the training, our colleaguesfrom DFID
are not happy with that development, but we cannot stop this personfrom
growing in terms ofcareer path (Ministry top official)
• The other issue that I am concerned with is this man-made attrition ofPEAs to
higher posts. Ifeel we should have been consulted, you know sometimes you tend
to apply (for the post) because you have overstayed at the same grade andyou
think if I do this I will be better off But that has really proved to be a blow on our
part, which I thought that our Ministry should have not changed the policy
(DTED INSET officer).
• We are saying ifthey are getting this advicefrom the donors, before they act the
policy makers should come back and ask the stakeholders and from the
stakeholders they could get something and tell the donors. That ’s what 1 am
thinking, sir (P8 head teacher).
• I don ’t know who was making this recommendation. I don 7 know how it was
made and who made it, but a decision was made that those head teachers heading
very large schools or that, P8 teachers should head large schools. So what
happened is that theyjust looked at that situation without necessarily looking at
the people who are supervising them. It ’s a problem! (DEM).
• So we are relying upon you that ifyou could do something people should sit
down together and air out their views collectively andfrom there they could be
taken to theforum; that would help us. Sure, sir. (P8 head teacher).
(My emphasis in bold).
The above P8 promotion issue indicates a number of flaws in the implementation of the
policy. There was a lack of consultation with key stakeholders and apparently not much
thought was given to options available, before its implementation. Other findings, which
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depict a lack of coordination on the part of implementors, concern the programs in Balaka
district. The researcher asked the top officials to comment on the issues raised by
teachers in Balaka regarding QUEST innovations. The following discussion presents the
officials’ views on Balaka findings.
The findings in chapter V show that teachers in Balaka thought the teacher-learning
programs in their zones were helpful. But they were concerned about the way the
initiatives were being implemented. They cited the following problems: a lack of
evaluation, a simultaneous implementation of initiatives, which leads to overloading and
duplication of efforts. Particularly, they associated these flaws with the Reading
Campaign, Continuous Assessment, and the Integrated Curriculum. I therefore asked
some of the education officials to shed light on these observations. I asked them whether
they knew about these problems, what they thought was the cause of the problem, and
what they intend to do about them. The following are some of the findings obtained from
interviews with the officials.
All the officials at the Central Ministry, DTED, and District admitted having knowledge
of the problems, which teachers in Balaka had raised.
Perceived Causes Of The Problems
A number of causes were identified, chief of which was the lack of coordination.
The problem of coordination was seen from two angles. The first one is the lack of
coordination between Ministry of Education and program initiators. The second problem
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is the lack of coordination among stakeholders working in the same area; and the third is
the gulf between initial teacher training programs and teacher learning programs.
A top Ministry official had the following to say about the lack of coordination between
Ministry of education and Program initiators:
• The major problem is that ofcoordination. As a Ministry we do not coordinate
these initiatives so well. That 's why the issue ofburn out (on part ofthe teachers)
comes in. It ’s better, ifyou are working with a group ofteachers work with the
group ofteachers on one idea at a time. You work on one idea and give it a bit of
time. For example, with the Save the Children concept on Continuous Assessment,
it would be better ifwe limited it to selected schools and say: You teachers, just
work on this aspect ofContinuous Assessment. You teach however you teach ; but
in terms ofassessment let ’s investigate whether we can afford to do this. What
would be the challengesfor us to implement this?
(My emphasis is on the bold statements).
A lack of evaluation on teacher learning programs was also considered critical. The top
official pointed out that,
• After a certain period oftime there will be needfor an evaluation. Also in the
course ofimplementing that, the teachers must also be assisted in terms of
evaluating how that system is assisting them; and how the system is assisting the
pupils, because the bottom line is, we want the pupils to achieve better. Ifthey are
working on the Integrate Curriculum, at the same time, they have the right to
complain that they are being overloaded. But ifyou are talking to a teacher who
has 50 students, 40 students or utmost 60 students andyou say, okay assess them
continuously, they may be able to do so. But not somebody who has a 100 plus,
200 plus, it would be too much.
The lack of coordination and collaboration between projects and programs doing similar
activities was also cited as a major problem in the system. The top official said this on the
matter:
• IfSave the Children Federation is working on Continuous Assessment another
organization should not necessarily work on the same. We should be able to say
SA VE is working here; maybe we are experimenting, let ’s evaluate and see what
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it will take and more often that not when we do the evaluation the issue offinancing the innovation is often overlooked.
The findings also point out the problem of institutionalizing initiatives that come as
projects. The official noted that there is often a mismatch between the support that
teachers get during the implementation of projects and the support that they get during
the institutionalization of the programs. The top official made the following comment on
the matter:
• We have to he practical; whether you are doing itfrom a research point ofview
orfrom an experimental point ofview most ofthese initiatives are given a lot of
financial support but once these initiatives have been evaluated and are seen to
be workingyou go back to the original situation or level offinances. No wonder
the teachers are complaining. They wonder: When we were doing this as a project
we had these benefits, but now we do not see any benefit.
Later on in the month, the researcher asked the District Education Manager (DEM) who
participated in the study as to whether he was aware of the sentiments expressed by
teachers in his district, i.e., the fact that teachers were burnt out due to overloading of
initiatives. He admitted knowledge of such feelings and that his office was just as
concerned as the teachers. He pointed out that his office had discussed the problem with
program organizers before, but nothing substantial came out of the discussions. The
following is what he said:
• lam aware and we have discussed it several times in certainforums. I think the
Save the Children Federation has introduced so many initiatives almost at once.
There was this Reading Campaign and before that, there was another program
called Continuous Assessment, which we appreciated but I don 7 know ifall the
schools are doing it. When you go around, you see onlyfew schools are
participating in it while others re not doing it. But it was our concern that many
ofthem were coming in at the same time and so it was difficult to implement them.
They [Save the Children Federation] have left now; the problem is the teachers-I
don 7 think most ofthem are continuing with the practice. Yes. It ’s a concern.
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Learning fVo^ams"""'
TeaCher Pr°gramS And Co"‘inuinS Teach-
Some officials hold the view that some of the problems affecting teachers’ learning
milieu arise from a lack ot link between initial teacher education approaches and in-
service teacher training approaches. They argue that teachers face many challenges in
dealing with their professional development in the field because they are not made aware
of what they should expect when they go into the field. Essentially teachers need to know
policies regarding their in-service training. By the same token, teacher trainers need to be
conversant with the in-service training strategies in order to help teacher trainees both in
college and the field. The following statements illustrate the point in question:
• Iffrom the policy perspective we agree that the wayforward is the Continuous
Assessment strategy
,
then that has to startfrom pre-service. We shouldfind a way
of making that known to the teachers once they are doing pre-service. Whether we
are talking about Integrated Curriculum or Continuous Assessment, those
concepts should be made known to the teacher trainers so that when the teacher is
coming out ofteacher training colleges and is going out to teach, he must be
aware ofthe guidelinesfor his/herjob. She or he should be able to ask: What are
the policies on assessment? Or say, I already know what I am supposed to do on
Continuous Assessment or on how to approach the curriculumfrom an integrated
perspective. That teacher will, thus, be conversant with whatever you are saying
(Top Ministry official).
Regarding the use of Teacher Training Tutors for teacher learning, an official responsible
for training at DTED pointed out that:
• We have recommended that Teacher-Training Colleges should be used in in-
service. But even ifthe Ministry says today let ’s use the colleges, the tutors are
not trained in in-service approaches, so we need the tutors to be trained in in-
service. However, what is important to consider is: How is that going to be done?
And what is required? That ’s very important. Ifeel that ifwe can do that, it will
be helpful (DTED official).
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Closing The Education Officials’ Stories
From this discussion, I got the impression that officials know the problems that prevail in
the teacher-learning milieu. To some extent, they also know a number of ways in which
some of these issues may be dealt with. However, no clear strategies are being initiated at
the moment to deal with the problems identified. In spite of this, the top official at the
Ministry is confident that the way forward to creating an effective teacher-learning
environment is to have a national plan, which can be used to shape the direction of
teacher learning in Malawi. He, thus, believes that the newly developed National Strategy
for Teacher Education in Malawi (2003) is a way forward. That is to say, the Strategy
will be used to guide both the Ministry and development partners on strategies to use in
creating a favorable teacher-learning environment. The following statement provides the
purpose of the Strategy in question:
The National Strategy for Teacher Education and Development in Malawi
provides bases and guidelines for the establishment of a coherent and responsive
teacher education and development programs that strive to claim back teachers’
professional integrity and contribute to the development of quality education in
Malawi (MoEST, 2003, p. 1).
Ministry of Education has developed this national strategy in consultation with other
education stakeholders, such as the University of Malawi, University of Mzuzu, MIE,
DCE, CERT, and others. However, one could argue that having a plan and implementing
it faithfully are often two different things. The Malawi Policy and Investment Framework
is a good example in question. It contains excellent plans but the plans are not always
implemented according to the plan, for all sorts of reasons, beyond the scope of this
study. So the jury is out on whether the National Strategy on Teacher Education is going
to facilitate the improvement of the teacher-learning milieu in Malawi.
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The next chapter (Chapter VIII) is the last chapter of this dissertation. As such, it presents
a summary ot findings, implications of findings for policy reform, and change of practice.
In the final analysis, the chapter makes recommendations for further research.
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CHAPTER VIII
SUMMARY, IMPLICATIONS OF FINDINGS, AND RECOMMENDATIONS
FOR FURTHER RESEARCH
The purpose of this chapter is threefold. First, it summarizes the findings of the
investigation. Second, it suggests implications of the findings for improvement of
primary teacher learning milieu in Malawi. Third, it advances recommendations for
further research. The first section summarizes the findings of the study in light of specific
objectives that guided this study.
The specific objectives were:
• To investigate the conditions that are supportive of teacher learning at the school,
zone, district and Central Ministry levels.
• To compare and contrast perspectives and practices of stakeholders among
schools, zones, and districts, with regard to teacher learning.
• To assess the conditions which have to be present for effective teacher learning to
take place.
A Storm Metaphor And The State Of Learning Milieu for Primary School Teachers
I summarize this study by telling a short story, which illustrates what is at the core of the
findings. This story has its origin in the audience I had with one veteran in-service officer
at an educational institution in Malawi. This officer has been involved in professional
development activities for primary school teachers, since 1969 to date. During this period,
he has been involved in INSET programs, ranging from orientation of teachers on new
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curriculum materials to heading one of the earliest Teacher In-service Departments in the
country. He has organized more than 120 courses for teachers, and visited hundreds of
schools in Malawi to observe teacher practice. On all occasions, he has taken time to talk
to teachers, face-to-face, on matters relating to their professional development.
My first audience with him was quite informal during my first days in the field. On this
occasion, he referred to professional development activities taking place in the country as
“a storm of innovations, accompanied by thunder, lightning and wind but without
producing any significant rain.” In his analysis of the teacher-learning milieu, he noted
that the professional development programs being implemented in the country were
numerous and rapid, but without much effect on the target groups they were supposed to
impact. So, they were like a storm, characterized by strong winds, thunder, and lightning,
but without bringing about the much-needed rain. This analysis captivated my attention,
and I kept this ‘storm metaphor’ in my mind throughout my fieldwork.
In addition, the officer cited a lack of a unified message in the programs being
implemented, a lack of coordination on the part of INSET providers and stakeholders, a
laxity of policy, and lack of direction on the part of policy makers, as some of the
important causes of the ineffectiveness of the teacher-learning programs in Malawi.
Towards the end of my fieldwork, I revisited the metaphor and was amazed at how
striking it was, as compared to the sentiments expressed by most teachers in the schools,
zones, and districts visited. Although these sentiments were expressed differently, by
different groups of participants, they all pointed to flaws in the implementation of,
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otherwise, powerful programs. What was particularly telling was the fact that many
education officials agreed with the teachers' perceptions of the teacher-learning milieu,
on almost every aspect.
Also sticking out clearly from the findings is the fact that the teacher-learning milieu for
primary teachers is inundated with a myriad of programs. Apart from the MSSSP and
QUEST, there is Creative Center for Community Mobilization (CRECCOM), Primary
Curriculum and Assessment Reform (PCAR), Malawi Education Support Activity
(MESA), Improving Educational Quality (IEQ), and other programs, targeting the same
PEAs and the same teachers. They all aim at spearheading school improvement through
professional development of teachers. However, it is difficult to see the improvements
that these programs are making in teachers' professionalism and pupil learning. At the
same time, the challenges affecting the teacher learning milieu are so numerous that one
is tempted to concur with the perception of the officer in question, that the primary school
learning milieu tor teachers is indeed in a state of a storm. The following are major
systemic issues that help to characterize the teacher-learning milieu as a ‘storm':
The overall issue accounting for the present state of teacher-learning milieu is, clearly,
the fact that the education system is fragmented, incoherent and often contradictory.
Although the organizational structure is available, it is not well developed to facilitate
efficient coordination and consultation processes, needed to implement and sustain
learning programs for teachers. The study findings show that there are many instances in
which one partner, in the school improvement process, does not know what another is
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doing, even though both of them have the same cause: to bring about ‘rains’ of school
improvement, through teacher learning. This is akin to a situation where thunder and
lightning do not know what the clouds are doing; and winds have absolutely no clue as to
what the thunder and lightning are up to. In the final analysis, what we have is just a
storm without rams, due to a lack of coordination among the necessary elements.
In addition, the findings show that the system is failing to effectively utilize the enormous
opportunities available in the system, due to its fragmentation and lack of coherent
strategy for teacher-learning processes. For example, there are many organizations and
development partners willing to help in school improvement, but as long as the system
has neither strategy nor political will to coordinate and utilize the support, not much
progress will be achieved.
The sections below summarize evidence from the findings, underscoring the fragmented,
incoherent and contradictory nature of the teacher-learning milieu. They are presented as
‘Head teachers’ and teachers’ stories’, ‘Case studies of teacher practice’, and ‘Stories of
officials on policies and practices regarding teacher learning’.
Head Teachers’ And Teachers’ Stories
First, the data clearly show that teachers in the schools visited are highly interested in
learning more about their job and upgrading themselves academically. However, the
conditions at the school and zone levels are not readily supportive of their professional
growth. Head teachers and teachers in Chiradzulu and Balaka in theory know what
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professional development is all about. They also know what they need to do to improve
their professional competence, but most of them do not initiate or participate fully in
professional development activities at the school or zone levels.
Second, the teacher-learning situation in schools does not reflect the plans drawn by the
TDCs for professional development of teachers. The researcher observed the availability
of action plans for teachers professional development in TDCs visited in both
Chiradzulu and Balaka districts. However, the researcher observed minimal evidence of
professional development activities at the school level. Generally, teachers did not
demonstrate or talk about these activities in schools, except one school in Chiradzulu.
This is a problem because, as the literature review has shown, the most effective teacher
learning takes place at the school level.
Third, in all the schools visited head teachers and teachers stated that understaffing was
hampering teacher development activities. Head teachers cannot supervise and advise
teachers on professional matters because they do not observe teachers’ practice. This
happens because the head teachers are too busy teaching on a full time basis.
Fourth, teachers consider Teacher Development Centers (TDCs) a critical asset that holds
promise for effective teacher learning at both the zone and school levels. However, most
teachers feel that management systems of such structures leave a lot to be desired. Key to
this observation is the view that: 1) income-generating activities take priority at the
expense of professional development activities, in some cases. 2) Some Assistant Center
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Coordinators are not helpful because they were handpicked without proper training for
their roles. Teachers in schools closest to the TDC mostly made these observations.
Fifth, most of the teachers in Balaka think that some of the teacher-learning programs in
their zones are contributing to the lowering of educational standards. They are mostly
critical of implementation strategies used by the programs. They cite a lack of evaluation
and a simultaneous implementation of strategies as are being central to the problem.
Sixth, most participants feel that Ministry of Education and other education stakeholders
do not consult teachers enough on matters concerning their professional development. As
a result, most teachers do not understand the reasons why certain changes are being
introduced in the primary school curriculum and teacher learning programs. The Balaka
data clearly point to this issue.
Seventh, the findings show that teachers and heads face a lot of problems, which are not
strictly professional in nature. Nonetheless, these problems affect the way teachers learn
about their profession. The problems include low salaries, unclear career paths and a
dearth of incentives to motivate them.
Eighth, the findings show that many schools are complacent about teacher learning at the
school level. Two reasons account for this: 1) heads and teachers are not aware of
policies regarding their professional development. None of the teachers interviewed
demonstrated knowledge of the policies on their professional development. This has
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implication on their attitudes and practice on teacher learning. 2) Some policy strategies
are difficult to implement because they are not clear on who will do what. For example,
the policy that reads: “Zonal meetings for school staff will be scheduled and programmed
in a systematic and cost effective manner” (PIF, 2002, p.12), is silent on who will
schedule the so-called systematic and cost effective zonal meetings. Another one reads:
“the school support system will be further developed and enhanced” (PIF, 2002, p. 12).
But like the one above, it is not clear on who will be responsible for the school support,
nor does it make clear what is meant by school support. As a result, most schools have
not demonstrated that they are conducting professional development activities at the
school level.
Ninth, teachers perceive skills learned under MSSSP to be relevant for managing a
section or a school. In the absence of such an opportunity they question the relevance of
the program to them. Particularly telling is a comment like this:
• We have the certificates but we do not have an opportunity to practice what we
learned in that program. We arejust keeping the knowledge in the head, but we
do not have a chance to practice the skills we obtained. I do not know how
Government can help us in that respect.
Tenth, many teachers question the credibility of the MSSSP in light of its unfulfilled
promises. Those teachers who have successfully gone through the program claim that the
rewards they had been promised have not been honored. To put it in verbatim,
participants claim that “MSSSP promised us two increments but we have not received
those increments
”
(CZ-School Al).
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Eleventh, the findings clearly show that teachers are dissatisfied with the present mode of
teacher learning whereby they are placed at the bottom of the in-service ladder. This
point is related to the sixteenth point above.
Twelfth, the study has noted that teachers and head teachers have a host of suggestions to
help create a more enabling milieu for teacher learning. Key to this was the view that
more teachers than officers need to be involved in teacher learning programs; teachers
need to be consulted adequately when new initiatives are being introduced in primary
education; issues that hamper their productivity such as low remuneration packages, poor
promotion strategies, absence of incentives, understaffing and inadequate supply of
resources for teacher upgrading need to be addressed to ensure that the present gap in
teacher learning is closed.
Case Studies Of Teacher Practice
First, teachers know what good teaching practice is all about from the initial teacher
training and INSETS they have undergone. But very few can demonstrate this practice in
a real classroom situation. The case study on teacher practice in Chiradzulu was quite
revealing on this.
Second, some teachers are trying to implement the innovations brought about by QUEST
in Balaka. At the same time, they appreciate the potential value of innovations such as the
Reading Campaign and Continuous Assessment. However, they are skeptical about their
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sustainability for two reasons: 1) the innovations do not suit large teacher/pupil ratios that
exist in schools, and 2) the in-service training period is not enough.
Appendix C, presents a comparative summary of findings on two levels of investigation
discussed above, i.e., head teachers' and teachers’ perspectives in Chiradzulu and Balaka,
and case studies of teacher practice in Chiradzulu and Balaka.
Education Officials’ Stories
First, some top officials at both the national and district levels do not understand why
Ministry has passed a policy whereby PEAs who are promoted to P8 positions are
relegated to school headship. In fact, they believe that there was an error in the
conceptualization and implementation of this policy objective. The officials in the study
cite policy makers lack of consultation with key stakeholders as a major problem
underlying the problem.
Second, officials agree that the newly introduced policy on promotion of Primary
Education Adviser (PEAs) to P8 positions has caused an attrition of PEAs in the teacher
learning-milieu. Consequently, many schools are not being assisted in terms of school
improvement and classroom practice. However, Central Ministry officials and
educational officials from other sectors differ with regard to the perceived benefits of the
newly introduced P8 policy for PEAs.
Third, all the officials agree that there is a problem of coordination between Central
Ministry and other departments on certain matters pertaining to professional development
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of teachers. The implementation of the P8 policy initiative above illustrates that lack of
coordination. Yet literature on teacher learning programs, such as the SUPER model of
Uganda, has shown that a shared vision and collaboration of key players are central to
effective implementation of professional development programs.
Fourth, officials are aware of the problems that teachers have highlighted in the study
regarding their learning environment. At the same time, the officials have suggestions for
improving the teacher-learning milieu in primary schools. However, not all ideas are part
of a comprehensive teacher development plan.
How Can To Bring About The ‘Rains’ : Implications Of Findings For Improvement
Of Teacher-Learning Milieu
Clearly, the above findings cannot be generalized because its sample is small. However,
the findings provide a snap shot of the teacher-learning milieu, in the areas visited. The
issues raised are important for generating a discussion about conditions that prevail in the
primary teacher-learning milieu in Malawi. The following are recommendations made in
light of the key research findings above, in order to bring about ‘rains’ of school
improvement, through teacher learning. They focus on two key aspects: 1) Rationalizing
the teacher-learning system; and 2) Institutionalizing the teacher learning programs and
desired practices.
First, partners and stakeholders who are interested in teacher learning processes need to
consider creating a forum where they can map out ways in which the teacher-learning
milieu can be improved in light of the above findings. This is particularly important to
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avoid duplication of activities, contradictions and overloading of the teacher-learning
curriculum. Ministry of Education needs to empower Department of Teacher Education
and Development and Malawi Institute of Education to work out modalities on how to
create and sustain the forum.
Second, Ministry should develop a strategy for using Teacher Training Colleges for
professional development activities. This will serve two major purposes: to serve as a
way of addressing the attrition of PEAs in the system, and to bridge the gap between pre-
service and in-service programs. A feasibility study to that end may be necessary and
instructive. Therefore, Ministry needs to mandate DTED and Malawi Institute of
Education to take a lead in this endeavor. The two institutions have capacity to conduct
the study, develop an action plan and implement the
Third, the Ministry of Education needs to find ways of targeting teachers directly, rather
than relying solely on the present cascade modes of teacher learning. This
recommendation has implications on planning in that the Ministry needs to assess the
kind of strategies that may be used to target teachers directly. It needs to assess costs and
benefits of such a strategy. The Department of Planning in the Ministry of Education
needs to take a lead in this effort.
Fourth, there is need to put into place a policy that will persuade schools to do in-service
training, rather than leaving it open as it is at the moment. One way to do this is for
Ministry to find ways of providing incentive support to schools that are committed to
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conducting school-based professional development activities. The District Education
Offices should be given the authority and capacity to implement this strategy. In the same
vein, the DTED and MIE should consider developing some primary schools into model
schools tor teacher-learning purposes, as in the Ugandan case.
While it is appreciated that TDCs are highly regarded by head teachers and teachers as
being critical for teacher-learning, three issues raised in the findings are, clearly, worth
pondering: 1) The professional development activities that take place at the TDC do not
happen in a real classroom situation. This is perhaps the reason why some teachers find it
difficult to transfer knowledge and skills learned at the TDC to their respective
classrooms. 2) Some schools that are far away from the TDC do not clearly demonstrate a
change of practice due to the influence of the TDC; and, 3) a limited number of teachers
have the opportunity to attend teacher-learning programs at the TDC. One of the ways to
address these gaps is to develop model schools within the zone, whereby good practice
learned at the TDC can be replicated, and teachers can put into action the theories learned
at the TDC within a real classroom environment. This would entail a formation of smaller
clusters, to be served by the model school.
Fifth, in order to ascertain the credibility of teacher learning programs, Ministry of
Education needs to ensure that teachers and heads who complete certain comprehensive
teacher-learning programs are given the reward packages associated with such programs;
and these need to be given in time. All this emphasizes the need to draw up coherent
plans for all teacher-learning programs and to stick to them.
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Sixth, Ministry of Education needs to move fast to recruit the much-needed staff in
schools in order to address the problem of understaffing in schools. As noted above, most
head teachers are failing to play their supervisory and advisory roles because they teach a
full load. Adequate teachers may also allow a specialization of teaching subjects, to a
certain degree. Innovative ways of supplying teachers from models in other developing
countries, such as Namibia, Bangladesh, Guatemala (Craig, et al. (1998) can be helpful in
addressing these teacher shortages.
Seventh, the Department of Teacher Education and Development needs to train Center
Coordinators (CCOs) and Assistant Center Coordinators (ACCOs) on TDC management.
Emphasis needs to be put on priority setting and accountability at TDC level. As the
findings show, all teachers who participated in the study hold the view that TDCs are
important for teacher-learning purposes. But, at the same time, there are some TDCs that
are being underutilized by teachers because of poor management strategies at the TDC.
Eighth, Ministry needs to support the Teachers’ Union of Malawi (TUM) to find ways of
bringing summer upgrading courses for teachers to TDCs. Teachers, in this study, make a
strong case for a decentralization of such courses. Ministry’s support for TUM is also
important to underscore the fact that the latter is a partner in school improvement
processes, rather than an opponent.
Ninth, Ministry of Education needs to find alternative ways of promoting teachers. Two
reasons account for this: 1) Promotion by use of Teaching Service Commission is too
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arbitrary in the sense that it is done by people who do not know the people they are
assessing. Educational officials who are closer to teachers such as head teachers and
PEAs are better qualified to assess teachers because they work with them daily. 2)
Promotion by Teaching Service Commission works against the idea of decentralization.
If PEAs can be involved in the process of supervision and report writing towards the
promotion of teachers, biases in reporting may be reduced.
Tenth, Ministry of Education through DTED and District Assemblies needs to
disseminate information to teachers on policies regarding professional development of
teachers. This will make teachers aware of the importance that Ministry attaches to
professional development activities at the zone, and school levels and may serve to
motivate schools to take the activities more seriously. As McGinn and Borden (1995)
argue,
The major reason why plans fail and policies are not implemented faithfully is
because those responsible for their implementation are not aware of what is
expected of them, are not convinced that they should do what is asked, or are not
able to do what is asked (p. 218).
The findings of this study have shown that head teachers and teachers in the schools
visited are not aware of what is expected of them, in the area of professional development
policies.
The newly developed National Strategy for Teacher Development is a promising avenue
to an improved teacher-learning milieu. Therefore, DTED needs to disseminate it widely
to all parties who have a stake in teacher development processes, including head teachers
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and teacher, to make sure that all stakeholders know their roles and responsibilities in it.
Through the use of the forum suggested above, the Strategy needs to be reviewed from
time to time to make sure that the proposed plans are implemented faithfully and
efficiently.
Recommendations For Further Research
There is need to undertake the following studies to address some of the issues raised in
this study:
1 . A cost-benefit analysis of targeting teachers directly rather than using cascade
modes of professional development
2. A feasibility study on bringing TUM’s upgrading courses to TDCs
3. A study devoted exclusively to investigation of professional development policies
affecting primary school teachers in Malawi.
4. Case studies of teacher practice involving a larger sample and a wider area of
coverage.
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APPENDICES
This section is divided into three parts: Appendix A, Appendix B, and Appendix C.
Appendix A contains research instruments. Appendix B contains tables, figures, and
analytical memos. Appendix C presents a comparative summary of findings on two levels
of investigation, i.e., head teachers’ and teachers’ perspectives in Chiradzulu and Balaka,
and case studies of teacher practice in Chiradzulu and Balaka.
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APPENDIX A
RESEARCH INSTRUMENTS
Instrument #1 : Sample Human Subjects Consent Form
HUMAN SUBJECTS CONSENTFORM
Dear Colleague,
I am a doctoral candidate in the School of Education at the University of Massachusetts
at Amherst in the USA. I am conducting a small-scale research qualitative study on the
topic of Teacher Learning and the Learning Milieu in Malawi: Policies, Practices and
Perspectives. The purpose of this study is to examine the conditions that facilitate
primary teacher learning in Malawi—an idea based on the hypothesis that improvements
in teaching and learning cannot be achieved if conditions in the education system do not
provide an environment that is supportive of continuing teacher learning. I am
requesting you to participate in this study. However, the following information is
provided for you to decide whether you wish to participate in the present study.
You should be aware that you are free to decide not to participate or to withdraw
at any time, without affecting your relationship with the researcher or the
University of Massachusetts.
The study entails conducting semi-structured interviews and informal
observations of any relevant artifacts regarding teacher learning in your school,
zone, district or office.
For the sake of protecting your identity, your name will not be associated with
the research findings in any way and only the researcher will know your identity
as a participant.
Your benefits as a participant will be information that the study is apt to generate
as we discuss the subject of teacher learning in Malawi and the opportunity to
participate in a qualitative research study.
Do not hesitate to ask any questions about the study, either before participating
or during the time that you are participating.
Please, sign this consent form with full knowledge of the nature and purpose of the
study. A copy of this consent form will be given to you to keep.
Name of participant
Signature of participant Date
J—'r>U-7 U'rtdnnmsi/fPpcp/i-rrU-r
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Instrument #2: Interview Protocol For Head Teachers
=> What in y°ur opinion is teacher learning or professional development of
teachers?
=> How does it differ from teacher training? Tell me more about the differences.
=> Who, in your opinion, should get professional development: untrained teachers?
Trained teachers or both? Why do you think so?
=* Do y°u see any connection between teacher learning and quality education?
=> In what ways do you think the two are linked (or not linked)?
=> How do you define ‘quality education’?
Do you know any professional teacher learning programs? What do they do?
=> Did you get involved with any of the program's activities? In what ways?
=> What is your opinion of the effectiveness of the program(s)?
=> Do you think your SCHOOL provides appropriate conditions for professional
development of teachers? Tell me more about those conditions.
=> In your capacity as head teacher, how do you contribute to the success of
professional development of teachers?
=> What is your view of the role of the Teacher Development Center or zonal
center in teacher learning or professional development of teachers?
=> Do you think your DISTRICT provides appropriate conditions for professional
development of teachers? Tell me more about those conditions.
=* If you were to change some of the things to do with teacher learning, what
would you change? Why?
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Instrument # 3: Interview Protocol For Teachers
=> What in your opinion is teacher learning or professional development of teachers?
=> How does it differ from teacher training?
=> Tell me more about the differences.
=> Who, in your opinion, should get professional development: untrained teachers?
Trained teachers or both? Why?
=> Do you see any connection between teacher learning and quality education?
=> In what ways do you think the two are linked (or not linked)?
=> Do you know any professional development or teacher learning programs? What
do they do?
=> Did you get involved with any of the program’s activities? In what ways?
=> What is your opinion of the effectiveness of the program(s)?
=> Do you think your school provides appropriate conditions for professional
development of teachers?
=> Tell me more about those conditions.
=> How do you perceive your role in your own professional development or learning
and the professional development and learning of other teachers in your school or
zone?
=> If you were to change some of the things to do with teacher learning, what would
you change? Why?
=> How did you hear about the TDC? When?
=> How important is the TDC to you?
=> Are you involved in initiating any CPD activities at the TDC?
=> What in your opinion are the strengths and weaknesses of the TDC?
=> If you were given the opportunity to improve the operations of the TDC what
would you improve or do differently?
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Instrument # 4: Interview Protocols For PEAS & ACCOs
What do y°u understand by the concept of teacher learning or professional
development of teachers?
=> In y°ur opinion how does professional development of teachers differ from teacher
training?
=> Are y°u aware of any programs that implement teacher learning issues in vour
zone?
=> What do the programs do/ what activities do they implement at zone level?
=> in your opinion, how important are these activities to you or to teachers in your
zone?
=> rdl me more about the philosophy or goals of these programs?
=> Do you have a work plan on CPD? Flow was it developed? How do you implen ent
it?
=> Are CPD activities taking place at this TDC?
=> How do the needs of teachers match with the professional development activities o 1
teachers?
=> Do you have subject committees? How do they work?
=> Do you have a management committee? What is its composition like? How does it
work?
=> What, in your opinion, is the role of the Teacher Development Center in the teacher
development activities?
=> Do you think the zone provides appropriate conditions for implementation of
teacher development programs?
=> Tell me more about those conditions.
=> How much of the artifacts and teaching and learning aids are actually produced <•
the TDC? Who produces them? Do you have teaching aids samples from different
schools in the zone?
=> Are teachers given the opportunity to initiate teacher development ac; \ lies
TDC? How much autonomy is given to teachers to organize INSET activities fo’
themselves?
=> How do you pay bills (water, electricity etc)?
==> Do you have a mission statement that encapsulates your vision? Tell me more about
it.
=> In what ways is your role as PEA contributing to the success of teacher learn lug or
professional development of teachers?
=> If you were to change some of the things to do with teacher learning, what would
you change? Why?
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Instrument # 5: Interview Protocol For INSET Officer (DTED)
What can you say are the characteristics ofTDCs that serve as indicators of
effectiveness?
On what conditions would you say a TDC is ineffective? In other words, what is your
definition of an ineffective TDC?
Would you say that Tics in the country are patronized or utilized in the same wav? If
not: J
'
o Where TDCs are notably well patronized, what factors tend to lead to that
situation?
o What differences have you noted in the way TDCs are patronized or utilized?
^ You may agree with me the TDC is a privileged structure in terms of the facilities
that abound there. How, in your opinion are the improved teaching methods
transferred to schools where conditions are different?
=> What kind of support do TDCs receive? Does it come from MOE? DTED?
=> How often do TDCs receive such support?
=* How is such support utilized? Are you impressed with such utilization?
=* How can TDCs be strengthened in order to support the professional development of
teachers more effectively?
=> Anything else that you would like to add, in order to clarify or substantiate the issues
you have given and the information you have provided?
/
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Instrument #6: Interview protocol for program managers
Tell me about the goals and objectives of this program
Who initiated the program? Why was it started?
What does the QUEST/MSSSP program do? /What in your opinion are the goals of the
QUEST/MSSSP program?
What is the connection between this program and quality education?
By the way, how do you define quality education?
Do you think the program is effective in achieving its goals?
In what ways would you say it is successful?
What, in your opinion, are the conditions that make the program successful, at the
national, district, zone or school levels?
In what ways, do you think, is the program not effective? Why is that so?
If you were to change some aspects of the program in order to make it more effective,
what would you change?
Instrument#?: Interview Protocol For Policy Makers
=5- How is this concept of “teacher learning or professional development of
teachers” understood at Ministry Headquarters level?
=> What status does the Ministry of Education give to professional development of
teachers at basic education level?
=> what are the Ministry’s priorities within the teacher-learning dimension of basic
education?
=> Can you comment on any policies in basic education that relate to teacher
learning or professional development of teachers?
=> I would also be grateful if you commented on various aspects of teacher
learning practices in Malawi, such as accreditation of professional development
activities and budgetary provision for CPD activities.
=> In your opinion, what conditions are there at Ministry level which make
teacher-learning or teacher professional development policies possible to
implement?
=> If you were to change certain conditions regarding teacher learning or
professional development of teachers, what would you change?
=> How would you perceive the role of teacher training colleges in the professional
development of teachers?
=> Does the Ministry of Education have any plans for improving the teacher-
learning environment in basic education? If yes, what are those plans?
=> What is the status of professional development of teachers in Malawi as
compared to pre-service or initial teacher training?
=> Does the Ministry of Education have any plans for utilizing teacher-training
colleges for continuing professional development of teachers? Tell me about
such plans.
=> What is the Ministry's policy or practice on the providers of in-service training
to teachers? For example, do INSET providers get any training or support in this
business?
=> Would you please comment on teacher recruitment policies vis-a-vis
professional development of teachers? In what ways does this policy support or
not support CPD?
=> In your opinion, what should be done to strengthen the teacher learning services
so as to improve the conditions in the learning environment of primary school
teachers?
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Instrument # 8: Interview Protocol For INSET Officer (MIE)
=s> You will recall, Sir, that the last time I spoke to you about my research topic was in
June last year. In that brief conversation you pointed out a few things that I want to
request you to repeat, explain a little more on that subject. As you will recall my
topic is teacher learning or professional development of teachers and the teacher-
learning milieu.
=> But first tell me a little bit about your biography, especially with regard to your
involvement in in-service training of teachers so that my readers would appreciate
your experience on these matters.
=> During our June conversation you used a metaphor to describe the state of teacher
learning in the country. I remember you referred to the professional development of
teachers’ activities as a storm without rain. Could you please, revisit that metaphor
to explain a little more on that important point? I am interested to know more about
this because it seems to be the feeling that I have noted in the field.
=> You also mentioned that policies ought to be ambitious but general, but certainly
not vague. That was also a powerful point and I would like you to expound on that.
=> Lastly, you said policy makers are rigid. Do you mind saying more on this
important point?
J
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APPENDIX B
TABLES, FIGURES AND ANALYTICAL MEMOS
Table 4: Participants interviewed in Balaka by date of visits and methods used
DATE ZONE SCHOOOL VENUE Title ofparticipant Method of
data
collection
09/12/03 A N/A TDC ACCO I-I*
OB*
09/19/03 A 5 Schools TDC 5 teachers & 1
Deputy Head (D/H)
FGD*
09/23/03 B School B1 School
B1
4 teachers
1 D/H
1 Head
FGD
09/23/03 B School School
B2
4 teachers & 1
Head
FGD
09/26/03 A A2 A2 ACCO I-I
OB
09/26/03 A A2 A2 1 Head I-I
09/26/03 A A1 A2 4 teachers FGD
11/04/03 A A1 A1 MSSSP Teacher I-I
COB*
11/04/03 A A1 A1 4 Teachers FGD
01/23/04 A A1 A1 PEA turned P8
Head
I-I
* I-I individual Interview,
FGD =Focus Group Discussion,
OB Observation
COB Olassroom Observation
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Table 5: Participants interviewed in Chiradzulu by date of visits and methods used
DATE ZONE VENUE TITLE OF
PARTICIPANTS
METHO
DOF
DATA
COLLEC
TION
10/27/03 A A1 1 Head teacher
5 teachers
FGD*
10/29/03 A TDC 1 PEA (CCO)
1 ACCO
FGD
10/29/03 A A2 1 Head teacher
1 D/H
4 teachers
FGD
11/03/03 B TDC ACCO I-I*
11/03/03 B B1 1 D/H
5 teachers
FGD
11/03/03 B B2 1 Head teacher
4 teachers
FGD
11/05/03 A A1 Teacher I-I
COB*
*
I-I = Individual Interview
FGD = Focus Group Discussion
OB = Observation
COB = Classroom Observation
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Table 6. Education officials interviewed by date of visits and methods used
Date District Venue Designation Methods
used
09/18/03 Lilongwe DTED INSET Officer I-I
11/19/03 Lilongwe MOEST Director of Basic Education I-I
11/19/03 Lilongwe DTED Training Officer I-I
11/27/03 Balaka QUEST District Education Coordinator I-I
01/20/04 Balaka DEM Office DEM I-I
01/22/04 Zomba MIE Former INSET officer & AD-
Admin
I-I
I-I individual Interview
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Analytical Memos
Memo #
1
To: Professor Evans
From: Fritz Kadyoma
Date: September 12th
,
2003
Dear Professor,
RE: FIRST DAYS IN THE FIELD (ZONE A TDC -Chiradzulu)
Today I visited Zone Teacher Development Center in Chiradzulu with a view to
interview the Center Coordinator (i.e., the person coordinating professional development
activities in the zone). In this memo I want to share with you the experiences that I had
with the people that I have met there.
I count myself fortunate that on this day my visit coincided with a professional
development activity. Teachers were meeting at the zone to be oriented on the teaching of
standard 4 Life Skills syllabus. This is one of the teacher learning activities that I came
face to face with on this particular day.
To capitalize on this opportunity, I interviewed not only the center coordinator, but also
two teachers from two different schools in the zone. I asked them questions related to
their understanding of teacher development and their perceptions regarding the teacher
development activities in the zone. At the same time, I investigated their perception of
teacher learning environment as provided by the Teacher Development Center and how
they transferred their learning from the TDC to the school. The interviews with these
teachers served to triangulate the information that the Center coordinator provided
regarding professional development activities in the zone and the impact of the TDC on
the teacher-learning milieu in the zone.
My visit was very rewarding and the reception that I go was just brilliant. I have
promised to visit the TDC one more time in the future in order to capture the data that I
was unable to capture today. Preferably, I will bring still camera with me to take pictures
of the data and visual aids that are plentiful at the TDC.
I hope to find more data and similar reception when I visit the TDC again.
Cordially,
Fritz Kadyoma.
186
Memo # 2
To: Professor Evans
From: Fritz Kadyoma
Date: 18/09/03
’
Dear Professor,
RE: AN INTER VIEW WITH INSET OFFICER (DEED)
I was invited to attend a meeting on Primary Curriculum and Assessment Reform in
Lilongwe. Due to the presence of the officers I had targeted in my research design, I
quickly made appointments to talk with the National INSET Coordinator and the Director
of Basic Education. One of these interviews materialized, while the other did not. The
one that materialized was the talk with the National INSET Coordinator.
During my interviews with one thing came out so clearly: the definition of an effective
TDC and one that was ineffective. This definition was so rich and drawn from her long
year s of experience, so much so that I used her definition of effective TDC and vice
versa for assessing the effectiveness of the TDC. In other words, her definition of the
TDC served as indicators of success for success of the professional development of
teachers.
As for the talk with the policy makers on the conditions that are supportive or not
supportive of professional development of teachers, I will have to reschedule meetings
with the Director of Basic Education and other officers at EMAS and Planning
department at the Ministry of Education headquarters.
Fritz Kadyoma
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Memo # 3
To: Professor Evans
From: Fritz Kadyoma
Date: 04/11/03
’
Dear Professor,
RE: LAST VISIT TO SCHOOL A1 (CHIRADZULU): LESSON
OBSERVATION
On my last visit to School A in Chiradzulu today I had two engagements: I observed a
class to see how a teacher who had graduated from a professional development program
is fairing in his teaching profession. Secondly, I had a focus group discussion with four
teachers and the second deputy head teacher.
To begin with, the class I observed was a standard four class taught by a teacher who had
gone through the MSSSP program in cohort 1 and passed the examinations. To be honest
about it, the lesson was not any different from any ordinary lesson that one may find
being taught in school. In fact, it might have been a worse lesson than some of the lessons
that are being taught in school. For example, there was no documentation of any kind in
terms of scheme of work or lesson plan. There were no visual aids and the methods used
were basically individual silent reading, loud reading (individually) and oral questions
that culminated in a spelling test.
By way of summary, one would say that the lesson had the following weaknesses:
inadequate books, lack of teaching aids, insensitivity to gender issues (as boys and girls
were sitting in clusters according o their gender). The children did not show any
comprehension of the passage that they had been asked to read. Generally, the
organization of the class was not very good. Surprisingly, asked on what he thought about
the lesson the teacher said that it was an effective lesson because he used participatory
methods and that the children were able to answer the questions correctly. However, I do
not think this is accurate at all.
What this means to me is that we have teachers who are able to narrate the skills and
knowledge that they acquired through teacher learning programs but in practice they do
not implement the knowledge and skills learned. The teachers admitted, for example, that
they benefited from the MSSSP program and other teacher learning programs but in
practice they cannot implement what is learnt. There are many factors that account for
this: lack of teaching and learning resources, lack of motivation. On the latte point, this
MSSSP graduate is obviously disappointed that he has not yet received the rewards that
he was promised before going through the program. The two increments that he was
promised, has not been forthcoming although he graduated in the year 2000.
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In connection to this, I met a deputy head teacher who had lots of frustration in his
encounter with the MSSP program. He had gone through the program as the teacher I
observed but had declined to be observed because he failed the final examination He
expressed his bitterness and anger at this because of the fact that he did not find anything
difficult about the said examination and the fact that it embarrassed him quite a lot.
The teacher seems so frustrated that he has lost confidence in the professional programs
that abound in his zone.
As for the focus group discussion, it went well. The teachers’ attitude towards the
professional development of teachers is positive in many respects, which contrasts
sharply with the views of staff at Balaka LEA School.
Sincerely,
Fritz Kadyoma
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Memo # 4
From: Fritz Kadyoma
To: Professor Evans
Date: September 23, 2003
Dear Professor,
RE: A VISIT TO ZONE B TDC (Chiradzulu)
In my continuing data collection assignment I visited Zone B today. Specifically, I visited
three sites namely, Teacher Development Center, one LEA school and another Primary
School. The TDC is about 1 8 kilometers away from the main road between Zomba and
Lilongwe. As such it is within the hinterland of Chiradzulu district, with a dirt road
linking the zone to the main road.
At the TDC I did not find the Assistant Coordinator, who was reported to have gone to
another school to invigilate examinations. However, I was given the opportunity to enter
the TDC where I observed the artifacts and teaching and learning aids that are purported
to be produced by teachers within the zone for sharing of skills and knowledge. I took
pictures of these aids and artifacts.
Despite the absence of the Assistant Coordinator I had the opportunity of talking to the
head teacher and teachers at the nearby school. The focus group discussion composed of
six people, namely the head teacher, deputy head, two male teachers and two female
teachers. This FGD was a convenient way of organizing a discussion as far as I was
concerned because of time constraints. However, in retrospect, I think it was not a very
great idea because I could notice that the micro politics of the setting was playing out in
the way the teachers participated in the discussion. I was not convinced that what the
teachers were expressing were the best of their opinions, most probably due to the
presence of the administrators in the group. This was more so when the issues at stake
concerned the role of the head teachers in facilitating school-based teacher learning
activities.
The same scenario replicated itself when I visited School B where I also held an FGD
with four male teachers and the head teacher. At this school it was clear that the teachers
could not express themselves concerning the aforementioned subject in the presence of
the head teacher. This was even clearer every time the head teacher left the FGD
temporarily to attend to matters outside the office setting. That was when some teachers
clearly pointed the weaknesses in the way the administration of the school handled
matters of professional development at the school.
Besides, it was clear that the views expressed by the participants interviewed in zone B
seemed to be of a lower quality than the views expressed by participants at the zone. In
my opinion, the above factor (regarding the composition of the FGD) the difference in
the quality of discussion between Zone A and Zone B could be explained also by the fact
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that the former are close to the road and they interact with others more frequently than the
people at Zone B. May be that is a factor in determining the quality of discussions in the
FGDs. However, to reduce the effect of micro politics on the discussion, I will form the
groups differently the next time around.
Cordially,
Fritz Kadyoma
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Memo #
5
To: Professor Evans
From: Fritz Kadyoma
Date: 27th October 2003
Dear Professor,
VISIT TO QUEST OFFICE AND SCHOOL A1 IN BALAKA
Today, the 27 th October 2003 I visited the Balaka district on my first day of my fieldwork
in Balaka district. On this trip I visited with the Education Coordinator for Save the
Children Federation who are responsible for running the QUEST program in the district.
For the Education Coordinator I thought I could simply go on with my interview with
him now that I found him in the office. However, as micro politics in the workplace
would have it, he hesitated to offer me an audience straight away, for he wanted to
kilometers away from Balaka district) so as to solicit a go ahead with the audience with
me. Although this was a bit disappointing for me (for I had thought there was nothing
suspicious about the questions I wanted to ask him) understood the reason why he
thought he had to consult with his senior first. So I gave him time to do that and I
returned later in the day (after lunch) when I held the interview with the officer. I was
also privileged to get three copies of the project document, which I am using to
understand the activities of the QUEST program.
Meanwhile, I held an interview with the teachers and deputy head teacher at Zone A LEA
School where I spoke with the deputy head teacher and five teachers at the school in a
focus group discussion. This was a rare occasion where I heard teachers expressing
themselves freely, despite the presence of their head, (i.e. deputy head teacher). These
teachers could not refrain from contradicting or correcting their head every time they
noted that there was an error in her assessment of issues. It was at this forum that I
learned for the first time in my study that it is not always true that if a school is at the
TDC it always benefits from the TDC. The teachers clearly pointed out that the TDC was
supposed to serve the needs of teachers first because it is the center of learning and
sharing, but from what they have noted the priority was given to income generating
activities at the expense of teacher learning activities. The place s dominated by outsiders
who book the TDC for their seminars and workshops, which are not, related at all to
professional development activities of teachers.
What was even more disappointing for the teachers is the fact that such external activities
even disturb the classes at the school as workshop participants use some of the
classrooms at the school. This forces the teachers to combine classes causing large
classes and disturbing the natural flow of life at the school.
So this was a unique case in which the TDC is having a negative impact on the normal
running of schools. It gave me therefore lots of food for thought. - Fritz Kadyoma.
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Memo #
6
To: Professor Evans
From: Fritz Kadyoma
Date: 20th January 2004
RE: INTERVIEW WITH TOP EDUCATION OFFICIAL IN BALAKA
I write to report that I had a successful meeting with the top education official in Balaka
on this date, Tuesday 20 January 2004. Although I had made an appointment with him
only a day before the official was available on the scheduled date for the interview which
showed a lot of commitment on his part and a selfless attitude which one rarely finds with
top administrators in the Ministry. Perhaps what contributed to the meeting-taking place
was the fact that I had spoken to him directly when I was making the appointment.
During the interview I noted that the official was fairly conversant with the policies and
issues pertaining to the professional development of teachers in the zone. He was
however, very brief in his narrative. For example, when I asked him to mention some of
the policies that guided his support for the professional development of teachers he only
mentioned one policy and rather briefly. The brevity of his narrative could perhaps be
attributed to the fact that the policy itself is presented in a brief manner in the Policy and
Investment Framework.
This is also a view that one top official at MIE also mentioned during the interview that I
had with him on23rd January 2004. In short, the MIE officer was of the opinion that
policies on the professional development of teachers as enshrined in the PIF lacked
substance rendering their implementation at school, zone and district level rather vague.
What particularly fascinated me about the interview with the official is the fact that he
had included a number of professional development I activities in his annual plan for
2004 as a top priority. I therefore left the District education office with a feeling that this
official had passion for improving the learning environment of teacher
Cordially,
Fritz Kadyoma
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APPENDIX C
A COMPARATIVE SUMMARY OF TWO LEVELS OF FINDINGS
A comparative summary of perspectives of head teachers and teachers in
Chiradzulu and Balaka, on selected themes
# KEY THEME CHIRADZULU BALAKA
1 Knowledge of
teacher learning
concept and
programs
Schools A 1 , A2 and B2
had knowledge of
concept
B1 was silent
Mentioned MSSSP,
MIITEP, PCAR,
CRECCOM, Life Skills
All schools explained
concept
Mentioned QUEST in
addition to all on left
2 Relevance of
teacher learning
to quality
education
All four schools
indicated a positive
connection
Schools A 1, A2 and B2
indicated positive
connection
School B1 indicated
negative connection coz
QUEST programs
interfered w/ quality of
education
3 Conditions for
teacher learning
at school level
Strengths
All schools generally
felt supervisory role of
head critical
Schools B1 & B2 doing
school-based INSETS
Weaknesses
Understaffmg
Lack of PEA visits
No action plan
Strengths
All schools generally
felt supervisory role of
head critical
School B1 had action
plan
Weaknesses
Understaffmg
Lack of PEA visits
No action plan
Continued, next page
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Table 7, Cont.
4 Ownership of
teacher-learning
programs and
structures
Schools A 1 and B1
indicated positive
attachment to TDC
(language used as
evidence)
Schools A2 and B2
indicated a detachment
from TDC activities
(language used as
evidence)
Proximity as a factor
School A1 did not feel
part of TDC (priorities
not congruent w/ teacher
learning, pseudo-
ownership)
School B1 did not feel
part of TDC (‘Govt,
control’)
Schools A2 and B2
praised TDC role in t/1
Proximity not a factor
5 Teachers
knowledge of
policies relating
to teacher
learning
None cited ‘hard’
policy on teacher
learning instead cited
‘soft’ policies, e.g.
punctuality, social
distance, use of t/1
materials
None cited ‘hard’ policy
on teacher learning
instead cited ‘soft’
policies, e.g.
punctuality, social
distance, use of t/1
materials
6 Systemic issues
affecting
teacher learning
Remuneration
Teacher housing
Promotion
Incentives
Teacher housing
Promotions
7 Strengths and
weaknesses of
teacher learning
programs
Problems of cascade
mode of training
Lack of incentives
Rewards for t/1 not
given
CA good but does not
work w/ large classes
CA reduces pupils’
motivation to work hard
Innovations not
evaluated
RC emphasizing rote
learning
RC does not work with
illiterate parents
Integrate curriculum is
redundant
Continued, next page
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8 Suggestions for Change mode of Train teachers
improving INSETS adequately before
teacher-learning Promotion be innovation
milieu performance based Address understaffing
Specialization of Improve TDC mgt
subjects practices
Teachers upgrading Reduce duplication of
resources needed innovations
TUM to decentralize Avoid simultaneous
upgrading courses implementation of
More PEAs needed innovation
TUM to decentralize
training
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Table 8: A comparative summary ot case studies of teacher practice in Chiradzulu
and Balaka
Chiradzulu Balaka
English lesson in std 4 (Reading)
70 pupils seated on floor in clusters of
5-6
One book per cluster
Quiet at the beginning but noisy later
One pupil reads while some are not
concerned; teacher ignores them
Most pupils can’t answer low level
Chichewa in std 2B (Kuwerenga)
72 pupils seated on floor in straight lines
Teacher has lesson plan, CA register,
Progress Book for CA (Color-coded)
Generally quiet
Uses variety of methods e.g., audio-
lingual method, student reading line by
line, then section by section
questions
Spelling test follows
Pupils mostly motivated
Teacher seemed motivated
Marking starts but never finishes
Teacher makes corrections
Interview
Researcher Impressions
Teacher not motivated
Teacher felt that RC helped pupils to read
but doubted if it will continue
What value has MSSSP added?
Possible factors
Shortage of books has impact
Large class a factor
Interview
Indicated teacher has knowledge of
good practice but does not put that into
practice (p. 127)
Saw MSSSP skills relevant for mgt of
section or school
Sounded frustrated salary increments
promised not forthcoming
Unfavorablefactors cited
Teachers stressed out w/ RC + CA
Large classes
Training period too short
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